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In a conversation with young learners in her home-
town of Stamps, Arkansas, Maya Angelou tells the
students that she would like to be an encourage-
ment to them. That simple phrase lingers. It is a
powerful wish. Perhaps there is little we can do for
one another that’s more important than to give
encouragement along the journey we call life.
Encouragement is a testament to the belief that
each of us can become more than we could have
envisioned alone. This book is a product of encour-
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of academically responsive classrooms.
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they teach and how they teach it, but they also
seemed to enjoy the opportunity to be part of a
professional exchange.

This book has been long in the making. As it
has evolved, the conversation and partnership of
three colleagues have been especially valuable.
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early decisions about what the book should
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formatting and with decisions about content. Cindy
Strickland played the role of “critical friend,” pro-
viding a keen mind, a sharp eye, and hours of edit-
ing as we neared the end of the process. The
contributions of time and insight from these three
educators have been an encouragement that made
both the book and the authors stronger.

Publishing with ASCD is always an encourage-
ment. Their work stems from a belief in high-qual-
ity teaching for a full range of learners and a belief
in the will of teachers to become stronger
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professionals throughout their teaching lives. ASCD
staff exemplify the principle of partnership for suc-
cess. In this particular endeavor, the encourage-
ment of John O’Neil, Anne Meek, Leslie Kiernan,
and Sally Chapman has been indispensable.
Finally, for all of us who have worked on this
publication, the encouragement of friends and fam-
ily provides the daily fuel to think and write and
think some more and rewrite. That encouragement

inevitably comes at a cost to them. We appreciate
their willingness to support our growth.

Differentiation is like jazz. It is continual
improvisation, based on solid themes and shared
experiences. As authors, we are keenly aware that
we are part of a larger jazz ensemble, that we
could not play so richly alone, and that we are
improved as music makers by the encouragement
and partnership of other connoisseurs.



Introduction

This book is part of a series of ASCD publications on
differentiating instruction. Each is designed to play a
particular role in helping educators think about and
develop classrooms that attend to learner needs as
they guide learners through a curricular sequence.

How to Differentiate Instruction in Mixed-Ability
Classrooms (Tomlinson, 2001) explains the basic
framework of differentiation. Such a framework
allows teachers to plan in consistent and coherent
ways. The Differentiated Classroom: Responding to the
Needs of All Learners (Tomlinson, 1999a) elaborates
on the framework and describes classroom scenarios
in which differentiation is taking place. A third book,
Leadership for Differentiating Schools and Classrooms
(Tomlinson & Allan, 2000), discusses how to link
what we know about school change with the goals of
differentiation and seeks to provide guidance for edu-
cational leaders who want to be a part of promoting
and supporting responsive instruction. In addition to
these books, an ASCD Professional Inquiry Kit called
Differentiating Instruction for Mixed-Ability Class-
rooms (Tomlinson, 1996) guides educators, in an
inductive manner, to explore and apply key principles
of differentiation.

Three video programs, all produced by Leslie
Kiernan and ASCD, give progressively expansive
images of how differentiation actually looks in the
classroom. Differentiating Instruction (1997) shows
brief applications of differentiating content, pro-
cess, and products according to student readiness,
interest, and learning profile in primary, elemen-
tary, middle, and high school classrooms. It also
illustrates a number of instructional strategies used
for purposes of differentiating or modifying instruc-
tion. At Work in the Differentiated Classroom
(2001) shows excerpts from a month-long unit in
a middle school classroom as means of exploring
essential principles of differentiation, examines
management in differentiated settings from pri-
mary grades through high school, and probes the
role of the teacher in a differentiated classroom.

A Visit to a Differentiated Classroom (2001) takes
viewers through a single day in a multi-age, differ-
entiated elementary classroom. Each of these
materials attempts to help educators think about
the nature of classrooms that are defensibly differ-
entiated and move toward development of such
classrooms. Each of the publications plays a
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different role in the process of reflection, definition,
and translation.

This book uses yet another lens to examine
differentiation and support its implementation in
classrooms. It presents a series of actual curricular
units developed by teachers who work hard to dif-
ferentiate instruction in their classrooms. The book
thus moves from defining and describing differenti-
ation to providing the actual curriculum used to
differentiate instruction.

Differentiation and the
Middle Grades

It can be argued that the middle-grade years consti-
tute the greatest learner variability of any segment
in school. Dissimilar rates of growth are a defining
element of middle school. Students of the same age
vary tremendously in intellectual development, as
they do in physical, emotional, and moral develop-
ment. Schools that aspire to be successful in edu-
cating young adolescents must vigorously attend to
their varying needs, interests, and readiness levels
(National Middle School Association, 1995). Such
schools will begin where learners are, understand-
ing and addressing their individual needs, interests,
and modes of learning.

Given the developmental diversity in any
middle-level classroom, gearing curricu-
lum to students’ levels of understanding is
a daunting task. In addition to different
rates of development and learning styles,
varying cultural backgrounds and prior
experience must be taken into account.
Efforts to reduce tracking and to include
students with special needs in regular
classes increase the diversity even fur-
ther. . . . Both content and methods must

be individualized. (National Middle School
Association, 1995, pp. 21-22)

Ironically, the prospect of teaching with the inevita-
ble diversity that typifies middle school is one of
the factors that makes it easy for teachers to “slip
into a teaching mode in which all students in a
class are expected to be doing or learning the same
things at the same time according to a single mode
of instruction” (Stevenson, 1992, p. 20). Nonethe-
less, middle school experts caution that reliance
upon such instruction is ill-suited to the population
middle schools exist to serve.

In order for all students to experience suc-
cesses that matter to them, schoolwork
must accommodate individual differences
of talent and development. Students are
developmentally unequal. Therefore, edu-
cators must ensure that for a substantial
portion of their school lives, students will
be able to see their success along a variety
of paths. Teachers’ expectations must
reflect an understanding of differences.
Some portions of curriculum must accom-
modate individual choices. Ways of pre-
senting knowledge must complement
disparities in youngsters’ talents or dispo-
sitions for revealing their knowledge.
(Stevenson, 1992, p. 122)

Turning Points, 2000 (Jackson & Davis, 2000), a
10-year update on the original Turning Points docu-
ment that defined the key principles and practices
of effective middle level schools, presents seven
recommendations essential to ensuring success for
each middle schooler in a new century. The docu-
ment’s explanation of one of those principles notes,
in part, that “classes should include students of
diverse needs, achievement levels, interests, and



INTRODUCTION

learning styles, and instruction should be differen-
tiated to take advantage of the diversity, not ignore
it” (Jackson & Davis, 2000, p. 23). This same land-
mark report calls for concept-based teaching that
helps adolescent learners structure what they learn
in effective and memorable ways and for class-
rooms procedures and processes designed to help
young adolescents become more self-sufficient and
confident learners.

It is difficult to imagine a setting with greater
potential to realize the joy that should be implicit
in learning than a middle school classroom, with
learners bringing to school a spectrum of dreams
for the future and a full supply of energy. Each of
these students has one foot in the world of child-
hood and one on the brink of adulthood, combin-
ing the fullness of creativity and the infinite possi-
bilities ahead. It is difficult to imagine a setting
more pained and unnatural than a middle school
classroom with a one-size-fits-all demeanor and
mode of operation housing those same students.

Nonetheless, it’s far easier to find examples of
the latter than the former. The reasons classrooms
downplay or even ignore diversity are legion, and
many of the reasons are understandable. One is the
absence of images of what solid, standards-based
curriculum might look like in settings that both
embrace and attend to learner diversity. This book
provides one such image—an image we hope will
help educators craft middle-level classrooms well
suited to the learning needs of the students who
inhabit and enliven them.

What the Book Is (and Isn’t)
Intended to Be

As we prepared to write this book, we had numer-
ous conversations between ourselves, with editors,
and with many colleagues in education. Each

conversation helped us chart our eventual course.
Our primary goal was to provide models of differ-
entiated units of study. We wanted to move beyond
necessarily episodic descriptions of differentiation
to show how a differentiated classroom might flow
through an entire unit. We also wanted to present
units at a range of grade levels and in a variety of
subjects. Providing units for grades K-12 in a sin-
gle volume seemed too much, so we began by
working with units that span grades 5-9, a configu-
ration otherwise known as “the middle grades.” In
some districts, this grade-span includes at least a
portion of upper elementary or a portion of high
school. Subsequent books of differentiated units for
grades K-5 and 9-12 are in the works.

Even after narrowing the range of grade-levels,
we realized there were so many subjects to consider
that we had to refine our focus further. Ultimately, we
elected to include differentiated units in five subject
areas: math, science, social studies (two units), lan-
guage arts, and world/foreign language. We have
developed the book, however, with the intent that it
be useful to a broader range of teachers than the
grade levels and subjects it specifically represents.
This is a book designed to teach anyone who wants
to learn about differentiating curriculum how to do
so—or how to do so more effectively.

To that end, each of the units is intended to be
more representative than restrictive. That is, an
11th grade social studies teacher should be able to
look at a 6th grade social studies unit, see how it
works, and use similar principles and formats to
develop a differentiated social studies unit for high
school juniors. An art teacher should be able to
study several of the units in the book and synthe-
size the principles and procedures therein to guide
the development of a differentiated art unit. In
sum, we intend this book to be a vehicle for profes-
sional development.
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What this book is not intended to be is
off-the-shelf curriculum for any classroom. It is
impossible to create the “correct” unit, for example,
on how to teach French verbs. Teachers in one
classroom will conceive that process differently
than will teachers in other classrooms—or teachers
in a different part of the country, in a different type
of school, or responsible for a different set of aca-
demic standards. In the end, then, we are present-
ing educators with a learning tool, not a teaching
tool. If teachers (and other educators) can read this
book and say, “There’s something I can learn
here,” then we will have succeeded.

How the Book Is Designed

Because we want the book to be a learning tool for
a maximum number of teachers, we have made
key decisions about its presentation. First, we
decided to begin the book with Part I’s primer on
differentiation—an essential piece for readers new
to the topic and a helpful refresher for those
already familiar with it. We also opted to include
an extended glossary (page 233), which explains
terms and strategies that might not be familiar to
all readers. Collecting this information in the back
of the book, we thought, was preferable to inter-
rupting the units themselves with “sidebar”
explanations.

Part II, the body of the book, is devoted to
instructional units. We think it will be helpful to
share some of our thinking about the layout and
contents of the units, each of which is presented in
four parts.

¢ Unit Introduction. The first component of
every unit is the introduction, which includes a
prose overview of the unit; a list of standards
addressed in the unit; the key concepts and gener-
alizations that help with teacher and student focus;

a delineation of what students should know,
understand, and be able to do as a result of the
unit; and a list of the key instructional strategies
used in the unit. Some of the units also make links
across units and disciplines and promote connec-
tions with students’ lives and experiences.

e Unit Overview Chart. The second compo-
nent is an overview chart, designed with three
goals in mind: 1) to provide orientation in the form
of a “big picture” snapshot of the unit’s steps or
events; 2) to provide an estimate of the amount of
time each step or event requires; and 3) to clarify
which portions of the unit apply to the class as a
whole and which are differentiated.

¢ Unit Description. The third component is
the unit description itself. It appears in the
left-hand column of each unit page and gives a
step-by-step explanation of what takes place in the
classroom during the unit. Asterisks in the margins
highlight differentiated components. All referenced
supporting materials (samples such as worksheets,
product assignments, rubrics, and homework
handouts) appear at the end of the unit.

¢ Teacher Commentary. The fourth compo-
nent is an explanation, in the voice of the teacher
who created the unit, of what she was thinking as
she planned and presented instruction. For our
purposes, this is a particularly valuable element. To
listen to the teacher who developed the unit is to
move well beyond what happens in the classroom
and to begin to analyze why teachers make deci-
sions as they do. At one point in the writing and
editing process, we thought we should reduce the
teacher commentary sections to the fewest possible
words; we quickly discovered that when we did so,
we lost the magic the book has to offer. We hope
you enjoy listening to the teachers as much as we
have.
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We tried to balance two needs in our editing of
the units. First, we wanted to maintain the integrity
of each teacher’s unit. Second, we wanted to be
sure to have both consistency (of terminology, of
format, of essential philosophy) and variety (in
instructional strategies, use of groups, assessment
methods, etc.). The teachers who created the units
have approved the changes we made or have
helped us see how to make necessary modifica-
tions more appropriately.

Also, please note that we have opted to make
the units somewhat more generic than specific. As
teachers, we sometimes have the habit of looking
for exact matches for our classroom needs and jet-
tisoning whatever doesn’t match. As authors, we
can’t eliminate the habit, but we wanted to make it
a little harder to exercise. For example, although we
have taken great care to list state standards
reflected in a unit, we have intentionally not listed
the name of the state from which the standards
came. (It’s amazing how similar standards on the
same topic are across states.) We’re hopeful of
making the point that good differentiation is atten-
tive to standards and other curricular requirements,
but we want to help readers avoid the inclination
to say, “Oh, these aren’t my standards, so this
wouldn’t work in my classroom.”

Finally, we decided to include solid units
rather than “showcase” ones. What’s here is more
roast beef than Beef Wellington. We wanted to
include units that demonstrate coherence, focused
instruction, thoughtful engagement of students,
and flexibility; we did not want to include units
that dazzle the imagination. After all, although it
may be fascinating to watch someone tap dance on
the ceiling, few of us are inclined to try it our-
selves. Hopefully, the units in this book are familiar
enough to be approachable, but venture far enough
into the unfamiliar to provide challenge for future
growth. In fact, in this regard, our aim for readers
is similar to what we recommend for students:
pushing them a little beyond their comfort zones. If
all readers feel totally at ease with the units, we’ve
lowered the bar. If we send all readers running,
we’ve set the bar too high. (In the latter instance,
some judicious rereading over a period of profes-
sional growth just might be worthwhile.)

It may well be that the greatest pleasure of
teaching comes from learning. It is our hope that
the book as a whole will serve as one catalyst for
helping teachers become the very best profession-
als they can be.






A Brief Primer
on Differentiation

The Students

Marqui is four and very smart. He really likes sto-
ries, and he’s teaching himself to read. Trouble is,
there aren’t any books for him to read in his
house, and it’s difficult for his mom to get him to
the library, which is two busses away from their
house.

Yu-chu likes math, but no one in school
knows that. She can’t understand the teacher and
the teacher can’t understand her. Yu-chu goes to a
special class to help her with English, but math
doesn’t come up there. In her regular classroom,
she feels invisible. Her math problems look neat
on the page, but she doesn’t get called on, and
she’s afraid to raise her hand.

Repp is bright—or at least he used to be. He
has a learning disability and nearly everyone
works with him on what he can’t do very well.
Now, in middle school, he’s forgotten what it was
he used to be good at.

Adam just seems to march to a different beat.
He works really slowly and often doesn’t catch the
directions the first time they’re given. Explanations
are slippery, too.

Darryl is consumed with rhythms and music.
They live in his head, and he sometimes can’t make
them move over so there’s room for schoolwork.
But in school, there seems to be almost no room for
his music.

Michelle is one of a small population of black
students at a primarily white school. Her parents
value school and encourage her to learn. Nonethe-
less, Michelle’s school feels like a pair of shoes
that’s the wrong shape and size. To go there is to
leave the world in which she belongs and to enter
one where she’s at best a stranger and at worst an
unwelcome stranger. Language, habits, the ways of
working, textbook content, the push and pull of
peers, the lack of eye contact from the teacher, and
a hundred other elements send Michelle coded
messages that she doesn’t really belong. Anyhow,
what is she supposed to do with what she learns in
school? No one from the world where she does
belong seems to use this stuff.

Philip wrestles with both physical and cogni-
tive challenges. He likes the other kids. He wishes
he could be more a part of their work and games

and conversations.
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Donna is 13—at least chronologically. Her
conversations and writing sound more like she’s a
college student, or perhaps even older than that.
She’s also tall for her age and physically mature.
She’s good at fitting in with her agemates, but
she’s often hungry for more probing conversations.
Donna wants to pursue her interest in astronomy,
but schoolwork takes so much time (even though
it’s mostly busywork for her). Astronomy has not
been a topic in science class during the last four
years, and she fears it’s not likely to come up
again until college.

Ben likes school well enough. He’s okay with
reading, is impatient with writing, thinks science is
fun when there are labs, and dreads math. He
stays afloat with math when there’s time to ask
questions and have more demonstrations. Lately,
everyone seems to be in a huge hurry to get
through the textbook. Ben’s feeling more lost than
he used to.

The Teachers

Mr. Walters teaches a class in which there is a
seven-year span of reading levels. He teaches stu-
dents with Individual Educational Plans (IEPs) and
students identified as gifted, and yet, he has just
one language arts text for all his students. He also
has class sets of novels that go along with the 5th
grade history themes. Trouble is, each set is
roughly at grade level, and he loses much of his
class when they read the novels.

Ms. Grant’s math class has 21 students, repre-
senting 6 different languages. She speaks English
and Spanish, but that leaves her uncertain about
how to communicate with the nine students who
speak the other four languages. Some of Ms.
Grant’s English language learners are proficient
readers in their native languages. Some aren’t.

Ms. Mastrangelo has taught for 15 years. She’s
grown both comfortable and proficient with
teacher-directed, whole-class instruction. Over time,
however, her students have become much more
diverse, both culturally and academically. She sees
that her classroom is somehow less inviting to her
students than it used to be . . . and less inviting
than she’d like it to be.

Mr. Herrera’s Spanish I class includes students
who speak Spanish as a first language, but don’t
know its grammar; students who know English
grammar well and those who don’t; students who
are great memorizers of patterns, but are afraid of
the risk of oral production; students with a great
ear for language and no patience for homework;
and students who somehow seem to be learning to
speak the language faster than he’s teaching it.

Nearly all of these teachers feel escalating pres-
sure to prepare their students for a high-stakes test.
The test reveals no concern for students who strug-
gle with school or for students eager to learn at a
more challenging pace or in greater depth. Even as
classrooms become incrementally more heteroge-
neous, the message from the test-makers seems to
be one of mandated homogenization. The dilemma
is clear: How do teachers provide instruction that
honors the uniqueness of each individual in a class-
room that is likely to be overpopulated, under-
supplied, and perpetually short of time?

There is no add-water-and-stir solution to the
dilemma, of course. Complex challenges like this
never have simple solutions. But those of us
involved with writing this book hold tight to two
beliefs. First, we believe that every teacher is a
learner, and as such, every teacher can become
better and better at the effective instruction of aca-
demically diverse student populations. Second,
because all indications are that classrooms will con-
tinue to diversify, we believe there is no choice but
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to learn to teach well the students who trust us—
voluntarily or involuntarily—to prepare them for
the future. Based on these two beliefs, we find that
the best response to the complex challenges today’s
schools present is differentiated instruction.

What Is Differentiated
Instruction?

As we use the term in this book, differentiated
instruction refers to a systematic approach to plan-
ning curriculum and instruction for academically
diverse learners. It is a way of thinking about the
classroom with the dual goals of honoring each
student’s learning needs and maximizing each stu-
dent’s learning capacity.

This approach to effective instruction of heter-
ogeneous student populations (and in truth, all
student populations are heterogeneous) suggests
that teachers concentrate on two classroom fac-
tors: the nature of the student and the essential
meaning of the curriculum. If, as teachers, we
increase our understanding of who we teach and
what we teach, we are much more likely to be able
to be flexible in how we teach.

There are five classroom elements that teach-
ers can differentiate, or modify, to increase the
likelihood that each student will learn as much as
possible, as efficiently as possible:

¢ Content—What we teach and how we give
students access to the information and ideas that
matter.

¢ Process—How students come to understand
and “own” the knowledge, understanding, and
skills essential to a topic.

¢ Products—How a student demonstrates
what he or she has come to know, understand,
and be able to do as a result of a segment of study.

¢ Affect—How students link thought and feel-
ing in the classroom.

¢ Learning environment—The way the class-
room feels and functions.

In addition, there are three student characteristics
that teachers can respond to as they craft curricu-
lum and instruction:

¢ Readiness—The current knowledge, under-
standing, and skill level a student has related to a
particular sequence of learning. Readiness is not a
synonym for ability; rather, it reflects what a stu-
dent knows, understands, and can do today in light
of what the teacher is planning to teach today. It is
very difficult to maximize the capacity of learners
like Repp and Yu-chu if we are unaware of their
learning gaps, or if we are impervious to the fact
that Donna has already learned the material we are
planning to teach for the next week. The goal of
readiness differentiation is first to make the work a
little too difficult for students at a given point in
their growth—and then to provide the support they
need to succeed at the new level of challenge.

¢ Interest—What a student enjoys learning
about, thinking about, and doing. Interest is a great
motivator. A wise teacher links required content to
student interests in order to hook the learner. The
goal of interest differentiation is to help students
connect with new information, understanding, and
skills by revealing connections with things they
already find appealing, intriguing, relevant, and
worthwhile.

¢ Learning profile—A student’s preferred
mode of learning. Individual learning profile is
influenced by learning style, intelligence preference
(see Gardner, 1993, 1997; Sternberg, 1988, 1997),
gender, and culture. There is neither economy nor
efficiency in teaching in ways that are awkward for



DIFFERENTIATION IN PRACTICE

learners when we can teach in ways that make
learning more natural. The goal of learning profile
differentiation is to help students learn in the ways
they learn best—and to extend the ways in which
they can learn effectively.

It is not the purpose of this book to teach the key
elements of differentiation. That has been done in
other places. Nonetheless, a quick review of what
it means to differentiate the five classroom ele-
ments in response to the three student characteris-
tics should facilitate a common understanding
among our readers.

Differentiating Content

Content is what students should know, under-
stand, and be able to do as a result of a segment of
study. It’s the “stuff” we want students to learn,
and therefore, it’s the “stuff” we teach. Content is
typically derived from a combination of sources.
Certainly national, state, and local standards pro-
vide guidance about what we should teach. That
said, a set of standards is unlikely to provide com-
plete and coherent content. Some standards docu-
ments emphasize knowledge and skill and largely
omit the concepts and principles that lead students
to genuine understanding of subject matter. Some
standards documents are so general in nature that
they omit the specific knowledge necessary to
illustrate the principles identified.

Content is further defined by local curriculum
guides and by textbooks. However, one of the
most critical factors in determining content is the
teacher’s knowledge of both the subject and her
students. The teacher is the source of synthesis for
standards, texts, and guides. It’s the teacher who
must ask questions such as, “What matters most
here?” “What is this subject really about?” “What

will be of enduring value to my students?” “What
must [ share with them to help them truly under-
stand the magic of this subject in their lives?”

When the teacher answers these questions, she
is ready to specify what students should know,
understand, and be able to do in a particular sub-
ject as a result of instruction presented over a day, a
lesson, a unit, and a year. The teacher’s overarching
goal is to hold the essential knowledge, understand-
ing, and skills steady for most learners. In other
words, if the intention this week is to help students
learn to solve simple equations, that will be the
goal for all learners. Some may need to work (at the
process stage) with more complex formats and
more independence; others may need to work with
greater scaffolding from teacher and peers. In gen-
eral, however, the knowledge, understanding, and
skills related to solving simple equations belong to
everyone.

There are exceptions to this guideline, of
course. If a student already knows how to solve
both simple equations and more complex ones, it
makes no sense to continue teaching that student to
solve simple equations. Likewise, if a student has
serious gaps in number sense and basic operations,
the solutions to simple equations are likely to be
out of reach until the student can build the neces-
sary foundation of knowledge, understanding, and
skill.

Once the essential knowledge, understanding,
and sKills of a unit or topic are clear, the teacher
also begins thinking about the second facet of con-
tent—how she will ensure student access to that
essential knowledge, understanding, and skill set.

Students access content in many ways. Teacher
talk is one. There are also textbooks, supplementary
materials, technology, demonstrations, field trips,
audiotape recordings, and so on. A wise teacher
asks, “What are all the ways I might help my
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students gain access to new knowledge, under-
standing, and skills as we move through this topic
Or unit?”

Because students vary in readiness, interest,
and learning profile, it is important to vary or dif-
ferentiate content in response to those student
traits. Figure 1 (see page 6) illustrates just a few
ways in which teachers can differentiate content in
response to student readiness, interest, and learn-
ing profile.

Differentiating Process

The line between process and content is a blurred
one, but for purposes of discussion, we’ll think of
process as beginning when the teacher asks the
student to stop listening or reading and to begin
making personal sense out of information, ideas,
and skills they’ve accessed. Under this definition,
process begins when the student stops becoming
the consumer and starts making meaning in
earnest.

Process is often used as a synonym for “activi-
ties.” Not all activities are created equal, however.
A worthwhile activity is one that asks students to
use specific information and skills to come to
understand an important idea or principle. Fur-
thermore, a worthwhile activity is unambiguously
focused on essential learning goals. It calls on stu-
dents to work directly with a subset of the key
knowledge, understanding, and skills specified as
content goals. It requires students to think about
ideas, grapple with problems, and use information.
It moves beyond “giving back information” to see-
ing how things work and why they work as they
do. Finally, a worthwhile activity is one that snags
student interest so that they persist at it, even
when the task is difficult.

Figure 2 (see page 7) illustrates just a few

ways in which teachers can differentiate process in
response to student readiness, interest, and learning
profile.

Differentiating Products

A product is a means by which students demon-
strate what they have come to know, understand,
and be able to do. In this book, we use the term
product to refer to a major or culminating demon-
stration of student learning—that is, one that comes
at the end of a long period of learning, such as a
unit or a marking period, rather than a demonstra-
tion of learning at the end of a class period or a
two-day lesson, for example.

As with activities, effective product assign-
ments are likely to have certain hallmarks. Product
assignments, too, should focus on the essential
knowledge, understanding, and skills specified as
content goals. They should call on students to use
what they have learned—preferably working as
much as possible as a professional would work.
They should have clear, challenging, and specified
criteria for success, based both on grade-level
expectations and individual student needs. They
should endeavor to capture student interest. Finally,
high-quality product assignments are written and
guided in ways that support student success in both
the process of working on the product and the
product itself.

Products can take many forms. In fact, it is the
flexibility of products that make them so potentially
powerful in classrooms sensitive to learner vari-
ance. If, as a student, I can show the teacher that I
have come to know, understand, and do the
non-negotiables of the unit, how I do so may be
open. Thus, a student with a learning disability that
makes writing laborious (if not impossible) may do
a better job of showing what he has learned in
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STRATEGIES FOR DIFFERENTIATING CONTENT

Student Characteristic

Strategy

Readiness

® Provide texts at varied reading levels.

e Provide supplementary materials at varied reading levels.

e Reteach for students having difficulty.

e Offer extended teaching groups for advanced students.

e Demonstrate ideas or skills in addition to talking about them.

® Provide audiotaped materials.

e Use videotapes to supplement and support explanations and lectures.

e Use texts with key portions highlighted.

e Use reading buddies or reading partners to work on text or supplementary
materials.

* Provide organizers to guide note-taking.

e Provide key vocabulary lists for reference during note-taking.

Interest

e Provide interest centers to encourage further exploration of topics.

¢ Provide a wide range of materials on a wide range of related student
interests.

e Use student questions and topics to guide lectures and materials selection.

e Use examples and illustrations based on student interests.

Learning Profile

e Present in visual, auditory, and kinesthetic modes.

e Use applications, examples, and illustrations from a wide range of
intelligences (based on Gardner and Sternberg models).

e Use applications, examples, and illustrations from both genders and a
range of cultures/communities.

e Teach with whole-to-part and part-to-whole approaches.

e Use wait time to allow for student reflection.
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STRATEGIES FOR DIFFERENTIATING PROCESS

Student Characteristic

Strategy

Readiness

Use tiered activities (activities at different levels of difficulty, but focused on

the same key learning goals).

Make task directions more detailed and specific for some learners and more

open or "fuzzy" for others.

Provide resource materials at varied levels of readability and sophistication.

Provide teacher-led mini-workshops on varied skills at varied levels of
complexity to support student work.

Use both like-readiness and mixed-readiness work groups.

Use a variety of criteria for success, based on whole-class requirements as
well as individual student readiness needs.

Provide materials in the primary language of second language learners.
Provide readiness-based homework assignments.

Vary the pacing of student work.

Interest

Use interest-based work groups and discussion groups.

Use both like-interest and mixed-interest work groups.

Use the Jigsaw cooperative strategy to allow students to specialize in
aspects of a topic that they find interesting.

Design tasks that require multiple interests for successful completion.
Encourage students to design or participate in the design of some tasks.

Learning Profile

Allow multiple options for how students express learning.

Encourage students to work together or independently.

Balance competitive, collegial, and independent work arrangements.
Develop activities that seek multiple perspectives on topics and issues.
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science by creating a high-quality museum exhibit,
complete with tape-recorded narration, than with
an essay. A student who is skilled in music may
develop a musical interpretation of the rights and
responsibilities of a U.S. citizen under the Consti-
tution with more engagement and commitment
than she would have demonstrated had her assign-
ment been to make a poster.

Tests are certainly one form of product. In
today’s schools, all students need guidance in how
to take tests effectively. Nonetheless, when tests
are the only form of student product, many stu-
dents find that their ability to show what they
know is restricted. With tests, it’s important to
remember that the goal should not be regurgitation
of information, but rather, demonstration of the
capacity to use knowledge and skills appropriately.
It’s also important to remember that tests should
enable rather than impede a student’s ability to
show how much he or she has learned. Thus,
some students may need to tape-record answers to
tests. Some may need to hear test questions read
aloud. Some may need additional time to write
their answers. When the goal is to see what a stu-
dent has learned, those adaptations are “fair” for
students with learning difficulties just as using
Braille is “fair” for students who cannot see.

Figure 3 illustrates just a few ways in which
teachers can differentiate products in response to
student readiness, interest, and learning profile.

Differentiating Affect

Students, because they are human beings, come to
school with common affective needs. They need to
feel safe and secure, both physically and emotion-
ally. They need to feel that they belong to the
group and are important to it. They need to feel a
sense of kinship with the group, a sense that they

share common ground with their peers. They need
to feel affirmed—to be assured that they are valu-
able just as they are. They need to feel challenged
and to know that they can succeed at a high level
of expectation (helping them to develop a sense of
self-efficacy). Humans have these needs in common.
Nonetheless, our particular circumstances cause us
to experience these needs in different ways.

For example, a child with mental retardation
has a need to belong to the group—to feel impor-
tant to the “wholeness” of the group. That need
may go unmet if he finds himself always on the
outskirts of class activities, conversations, and
plans. If the teacher sees this student as a “fringe”
member of the class, it is likely that other students
will see him that way as well. To help this learner
achieve a sense of belonging, the teacher must
understand the child’s need to be a part of the daily
fabric of the class, and must consciously weave that
fabric with the legitimate participation of this stu-
dent in mind.

A highly able child also needs to feel a sense
of belonging and importance to the group. This
learner may already be a part of the social fabric of
the group and may be recognized as an achiever.
However, if the highly able child feels uneasy ask-
ing questions important to him because the teacher
is impatient with or threatened by them, he, too,
feels uncertain about his status in the group. He
may elect to act out a role that maintains the status
quo, feeling that he is not free to be himself in the
classroom. In a case like this, the teacher may not
have to plan activities in ways that integrate this
learner, but in order to address his need to belong,
the teacher must make the class a place where
legitimate questions are sought, valued, and
celebrated.

A child whose first language is not English can-
not feel integral to the group when she can never
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................... F’GURE3

STRATEGIES FOR DIFFERENTIATING PRODUCTS

Student Characteristic

Strategy

Readiness

e Use tiered product assignments.

¢ Provide bookmarked Internet sites at different levels of complexity for
research sources.

e |ead optional, in-class mini-workshops on various facets of product
development (e.g., asking good research questions, using the Internet to
find information, conducting interviews, proofreading).

e Use similar-readiness critique groups during product development
(especially for advanced learners).

e Use mixed-readiness critique groups or teacher-led critique groups during
product development (particularly for students who need extra support and
guidance).

e Develop rubrics or other benchmarks for success based on both grade-level
expectations and individual student learning needs.

Interest

e Encourage students to demonstrate key knowledge, understanding, and
skills in related topics of special interest.

¢ Help students find mentors to guide product development or choice of
products.

¢ Allow students to use a range of media or formats to express their
knowledge, understanding, and skill.

e Provide opportunities for students to develop independent inquiries with
appropriate teacher or mentor guidance.

Learning Profile

e Encourage students to work independently or with partner(s) on product
development.

e Teach students how to use a wide range of product formats.

e Provide visual, auditory, and kinesthetic product options.

e Provide analytic, creative, and practical product options.

e Ensure connections between product assignments and a range of student
cultures/communities.
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read the text, understand directions, or make a real
contribution to the work of groups to which she is
assigned. The teacher in this instance must see the
link between communication and belonging and
ensure that this learner has a voice in the class.

A student from a minority culture feels any-
thing but central to the operation of the group
when all of his cultural peers are consistently
placed in low-achieving groups and are assigned
work that looks dull. Belonging is not a reality
when the teacher is more likely to call on, chat
more affably with, and make eye contact with stu-
dents from cultures other than your own. Your
importance diminishes when the teacher shows
she expects less of you by settling for incomplete
work, overlooking missed assignments, or failing
to coach you on how to enhance the quality of a
product.

These are just a few examples to make the
point that every learner in a class needs the
teacher to help him or her grow in affective com-
petence, just as every learner needs the teacher to
help him or her grow in cognitive competence. (In
fact, the two are inextricably linked.) It is essential
to remember that although our affective mileposts
are similar, our journeys toward them may take
many different routes. In a differentiated class-
room, the teacher is continually attuned to student
feelings, just as she is to student knowledge,
understanding, and skills. She repeatedly asks her-
self, “What can I do to ensure that students of all
readiness levels feel safe, integrated, affirmed, val-
ued, challenged, and supported here?” “What can
I do to ensure that students know their interests
and strengths are important to me as a person,
important to their peers, and important to our suc-
cess as a class?” “How can I increase the likeli-
hood that each student comes to a better
understanding of his or her particular learning

patterns, finds opportunity to work in ways that are
comfortable and effective, and respects the learning
needs of others?”

A wise teacher takes a number of measures to
support the affective climate of the classroom.
These might include

® Modeling respect.

e Teaching about and for respect.

¢ Helping students develop an escalating
awareness of and appreciation for the commonali-
ties and differences among their classmates.

¢ Helping students see themselves and their
peers in the important ideas and issues they study.

¢ Helping students examine multiple perspec-
tives on important issues.

¢ Helping students learn to listen to one
another so that they hear not only the words, but
also the intentions behind the words and the impli-
cations beyond them.

¢ Helping students to develop empathy for each
member of the class.

¢ Ensuring consistently equitable participation
of every student.

¢ Providing structures that promote and sup-
port student success.

¢ Seeking and responding to legitimate oppor-
tunities to affirm each student.

e Establishing shared and individual
benchmarks for success at the appropriate levels.

¢ Coaching students to work for their personal
best.

¢ Celebrating growth.

¢ Helping students to be more reflective and
effective in peer relationships.

¢ Helping students to be more reflective and
effective in decision making.

¢ Helping students to become effective problem
solvers, both personally and interpersonally.
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¢ Building positive memories for all individu-
als in the group and for the group as a whole, and
revisiting those memories to help students develop
a sense of shared experience.

In the case of affect, the teacher differentiates
both proactively (in ways that are planned) and
reactively (on-the-spot). She does both based on
her understanding of the shared affective needs of
all humans, the reality that we experience those
needs in both similar and dissimilar ways, and her
continued reflection on how each student’s readi-
ness levels, interests, learning style, intelligence
preference, culture, gender, economic status, home
experiences, and general development shape his or
her affective needs.

Affect is, in large measure, shaped by learning
environment—the weather in the classroom. Its
lights and shadows, sun and storms profoundly
influence everything else that happens for a
learner in that classroom. The teacher’s role is
often that of “weather-maker.” At the very least, it
is the teacher’s job to help students learn more
effectively as a result of the classroom weather.

Differentiating Learning
Environment

It’s helpful to think about learning environment in
terms of both visible and invisible classroom struc-
tures that enable the teacher and the students to
work in ways that benefit both individuals and the
class as a whole. A flexible learning environment is a
hallmark of a differentiated classroom. The teacher’s
guiding question for a differentiated learning environ-
ment is, “What can I do to allow students of varying
readiness levels, interests, and modes of learning to
grow most fully in this place?”

One way of thinking about a differentiated

learning environment is to examine how space,
time, and materials can be used flexibly. It’s also
critical to understand the rules and procedures that
must govern a flexible learning environment.
Although it is the teacher’s responsibility to engi-
neer a flexible classroom, a wise teacher involves
students in decisions about how to make the envi-
ronment work. Not only does this give students a
sense of ownership of their classroom, but students
are often able to see what needs to be done more
quickly and creatively than the teacher (who may
be bogged down with other responsibilities and
pressures).

Decisions About Space

The goal of flexible space is to enable the teacher and
the students to work in a variety of configurations and
to do so smoothly and efficiently. To that end, teacher
and students might ask questions such as

e What are the various ways we can rearrange
the furniture to allow for individual, small-group,
and whole-group work?

e How can we rearrange ourselves when we
don’t want to or cannot move the furniture?

¢ How can we arrange space for conversation and
movement as well as space for quiet concentration?

¢ How can we display student work and other
important artifacts and still have places in the room
that are not visually distracting?

¢ When we need to move furniture, who will
do it? At what speed? At what noise level?

e How will we know the appropriate placement
for furniture when we move it?

e What is the appropriate way to deal with
student materials and supplies when we move
furniture?

¢ Who may move around the classroom?
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For what purposes? When? At what noise level?

e What signal will we receive when it’s time
to move from one place or task to another?

e What will happen if someone’s movement in
the classroom is disruptive to others?

Decisions About Materials

Goals related to flexible materials in a differenti-
ated classroom include making sure students have
both what they need to pursue their own learning
goals in preferred ways and what they need to
work together toward class goals. To make deci-
sions related to classroom materials, teachers and
students might ask questions such as

e What materials and supplies should always
be available in the classroom?

e What materials and supplies will be needed
only from time to time?

® How can we rotate and store materials and
supplies?

e Which materials and supplies should stu-
dents have ready access to and which should be
accessible only to the teacher?

e How will students know which materials
and supplies are appropriate for their tasks at a
given time?

e Who may retrieve materials and supplies?
When? At what speed and noise level? How and
when will we put them away?

¢ What guidelines will we use to share materi-
als and supplies when there aren’t enough to go
around?

e What constitutes appropriate care for materi-
als and supplies?

e What will happen if someone uses materials
or supplies in ways that are inappropriate or dis-
ruptive to others?

Decisions About Time

Time is perhaps the most valuable classroom com-
modity. It enables or inhibits learning at every turn.
And there is never enough of it. Because time is
always nipping at our heels, it’s easy to assume the
most efficient way to use it is to carve it into
chunks distributed to everyone in an equal manner.
When there is academic diversity in a classroom,
however, that is seldom the judicious choice. Some
students will need additional instruction from the
teacher in order to move ahead. Some will finish
work more rapidly than others (even when the
work is appropriately challenging). Some will need
longer on a few tasks. Some will need longer on
most tasks. It often makes sense for the teacher to
teach a small group while other students are work-
ing alone or in small groups. In fully differentiated
classrooms, in fact, the teacher may be working
with a small group or an individual while some stu-
dents work solo and others work in pairs or triads.
Everyone knows what to do, how to do it, and
everything works (at least most of the time—but
that’s true of classroom functioning in general). To
enable flexible use of time, teacher and students
might ask questions such as

* When will it be best for us to work as a unit?

e When will it be helpful to work in smaller
groups or independently?

¢ How will we know where to be in the class-
room and at what times?

* How will we manage ourselves when we
work without direct teacher supervision?

¢ What rules and procedures will govern our
work at various places in the room and for various
tasks?

e How will we get help when we need it and
the teacher is busy?
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e How will we let the teacher know we need
her help?

e What do we do if we finish a task before
others (even though the task was challenging and
we worked at a high level of quality)?

e What do we do if we need additional time
for a task (even though we have worked steadily
on the task)?

e Where do each of us turn in our work when
we are finished?

e When is it appropriate to move around the
room and when is it not appropriate?

e How will we know which tasks to work on
and which part of the room to work in at a given
time?

® How can I tell if I'm succeeding on my work
at a high level of quality?

® How do I keep track of my goals, work, and

accomplishments?

There are, of course, many other questions
related to flexible learning environments beyond
those about space, materials, and time that
we’ve listed. The reality is that students of any
age can work both flexibly and successfully as
long as they know what’s expected and are held
to high standards of performance. Ironically,
we’re most likely to see smoothly operating,
flexible classrooms in kindergarten. Beyond that
point, we teachers often convince ourselves that
our students aren’t capable of independent and
flexible work. (If that were the case, it would be
one of the few demonstrations of learners
becoming less able to accomplish complex tasks
as they get older!) Besides, if we expect young
people to become competent, self-guided adults,
evidence that they are not moving in that direc-
tion should only serve as an impetus to ensure
that they do.

Essential Principles
of Differentiation

There are a number of key principles that typify a
defensibly differentiated classroom. The principles
have been described in detail in other places. Still,
it’s important at the outset of this book to review a
few of them. These principles should be at the fore-
front of teacher planning and should serve as mea-
sures of the effectiveness of differentiation for
teachers and administrative leaders alike.

Principle 1: Good Curriculum
Comes First

There is no such thing as effective differentiation
devoid of high-quality curriculum. Multiple ver-
sions of ambiguity will net only ambiguity. Multiple
avenues to boredom will only lead more students to
an undesirable place. Multiple routes to trivia and
irrelevance will never enhance learning in the long
run! The teacher’s first job is always to ensure that
curriculum is coherent, important, inviting, and
thoughtful. Then and only then does it make sense
to differentiate that curriculum.

Principle 2: All Tasks Should
Be Respectful of Each Learner

Let’s be frank: Dull drills do have an occasional
place in the classroom. They are the adult equiva-
lent of balancing a checkbook or filling out tax
forms. The vast majority of the time, however, stu-
dent work should be appealing, inviting, thought
provoking, and invigorating. And it should be all
these things for all students. Every student deserves
work that is focused on the essential knowledge,
understanding, and skills targeted for the lesson.
Every student should be required to think at a high
level (and should receive support when doing so).
Every student should find his or her work
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interesting and powerful. Differentiation won’t
work (and shouldn’t work) when some students
are assigned tasks that look “privileged” while
others are assigned tasks that merit avoidance.

Principle 3: When in Doubt, Teach Up!

The best tasks are those that students find a little
too difficult to complete comfortably. Good
instruction stretches learners. Differentiation
should never be used as a way to mollycoddle or
“protect” learners. If a student wants to tackle
something you think may be too demanding, it
might be wise to let him give it a try (with the
understanding that once begun, the task must be
finished). The student may have something impor-
tant to show you. At worst, next time, you and the
student will both know a little more about what
represents an appropriate challenge. Certainly
when the teacher assigns tasks, it’s critical to
ensure that the tasks are tiered to provide mean-
ingful challenge. Likewise, rubrics or other indica-
tors of student success should push the individual
student beyond his or her comfort zone. Be sure
there’s a support system in place to facilitate the
student’s success at a level he or she doubted was
attainable.

Principle 4: Use Flexible Grouping

Before beginning a unit, a teacher needs to think
about when it will be important for the class to work
as a whole, when students will need to work and to
demonstrate competence alone, and when it makes
most sense for students to work with small groups of
peers. There must be time for the teacher to instruct
small groups and time for conversations between the
teacher and individual students.

Think about the ebb and flow of students in a
classroom. Plan times for similar readiness groups

to work together—and times when mixed-readiness
groups can work on tasks, with each individual
making a meaningful contribution to the work of
the group. Plan times for groups of students with
similar interests to work together—but also times
when students with varied interests can meld those
into a common task. Likewise, plan for both similar
and mixed learning profile groups. The former
allows students comfort when working; the latter is
one means of extending student awareness of
working modes. Also, use randomly assigned
groups. Finally, be sure to provide both
teacher-choice and student-choice groups.

There is little doubt that each of those configu-
rations will benefit many students in the class in a
variety of ways. Most certainly, using only one or
two types of groups causes students to see them-
selves and one another in more limited ways, keeps
the teacher from “auditioning” students in varied
contexts, and limits potentially rich exchanges in
the classroom.

Principle 5: Become an
Assessment Junkie

Everything a student says and does is a potential
source of assessment data. Teachers are surrounded
by assessment options. Trouble is, we often think of
assessment narrowly—as something we do after
learning ends so that we will have numbers to put
in the grade book. Far better to think of assessment
as an ongoing process, conducted in flexible but
distinct stages. First, there is pre-assessment, which
is essential to a differentiated classroom. Whether a
formal quiz, a journal entry, an exit card, or any of
a dozen other means of determining student knowl-
edge, understanding, and skill set related to an
upcoming unit or lesson, it’s critical for the teacher
in a differentiated classroom to have a sense of stu-
dent starting points. Throughout the unit, take
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notes in class discussions, as you check home-
work, and as you walk around the room to moni-
tor student work and coach for quality. Again, use
quizzes, journal prompts, exit cards, concept
maps—whatever you like to use—to figure out stu-
dents’ level of knowledge, understanding, and skill
at key points in a unit. Then differentiate instruc-
tion based on what you find out. When it’s time
for final assessments, plan to use more than one
assessment format—for example, a product and a
test. Think about ways you can modify even the
final assessments to maximize the likelihood that
each student opens for you the widest possible
window on his or her learning.

Principle 6: Grade for Growth

A portion of a teacher’s grading may, of necessity,
reflect a student’s standing related to grade-level
benchmarks. A portion of grades, however, should
reflect a student’s growth. A very bright learner
who gets consistent As and never has to stretch or

strive will become a damaged learner. A struggling
student who persists and progresses will likely give
up the fight if grade-level benchmarks remain out
of reach and growth in that direction “doesn’t seem
to count.” The most we can ask of any person—
and the least we ought to ask—is that they be
accountable for being and becoming their best. It is
the job of the teacher to guide and support the
learner in this endeavor.

We hope this primer on differentiation provides you
with tools for reflecting on the units of differenti-
ated instruction in Part II of this book—and on
practices within your own classroom! Additional
clarification on terms and strategies is available in
the Glossary, beginning on page 233. To learn more
about any of the topics discussed here, please con-
sult the Resources on Differentiation and Related
Topics, beginning on page 241.






PART II

Differentiated Units
of Study

Readers read as they wish, of course, and there’s
great merit in that. We take away from a source
what we are ready to take away, and we gather
what we can find in accordance with how we
learn best. We do not want to deny our readers
this freedom. Nonetheless, we offer a few sugges-
tions and questions to guide your learning from
the units that follow:

e See if you can find colleagues to read, ana-
lyze, and discuss the units with you.

e Read all of the units—or at least several of
them—not just ones from your grade level or sub-
ject area. Look for similarities and differences.
Record what you see. What seem to be the non-
negotiables in these units?

e Think about how the unit developers have
included and yet moved beyond mandated stan-
dards. What’s the difference between “covering
the standards” and the ways these teachers are
using standards?

e After you read and study a unit, go back to
the list of standards reflected in the unit and the
teacher’s listing of what students should know,

understand, and be able to do as a result of the
unit. Check off those standards and goals you feel
the unit addresses effectively. Develop ways to
intensify the focus on any goals or standards you
feel have not been addressed adequately.

¢ Look for the links between the learning goals
(the standards as well as what students should
know, understand, and be able to do) and the indi-
vidual lessons in the unit. In what ways have these
teachers used the learning goals to design the spe-
cific steps in the units?

e What benefits for students are likely to occur
when a teacher organizes a unit by concepts rather
than teaching a list of goals without one or more
organizing concepts?

¢ Think about students you teach. Name them
in your head or on paper. Jot down ways in which
these specific students might benefit from the dif-
ferentiated units versus nondifferentiated versions
of the same units. Think about students with a
range of learning needs, including students who
could be described as “typical.”

e For which students in your class or classes
would you need to make additional adaptations in
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order to facilitate optimal learning? How might you
make those adaptations if you were to revise one
of the units? Would it be easier to make the addi-
tional modifications in these differentiated units or
in nondifferentiated ones?

e How effective do you feel the various units
are at

— Beginning with sound curriculum prior to
differentiating?

— Making assessment a pervasive and use-
ful element in instruction?

— Providing respectful tasks for all learners?

— “Teaching up™?

— Using flexible grouping?

e How did the teachers who developed these
units seem to have decided when to use
whole-class instruction and activities and when to
differentiate instruction and activities?

e Where in each unit might you incorporate
additional ways to differentiate content for particu-
lar students in your class or classes? What about
additional ways to differentiate process? Products?
Which instructional strategies that your students
currently enjoy using would you want to integrate
into these units?

e Where in each unit might you incorporate
additional ways to address student readiness?
Interest? Learning profile?

¢ [n what ways do these units call for flexible
use of space? Of materials? Of time?

e What classroom guidelines would you want
to establish to ensure effective and efficient work
in one or more of these units? How would you
begin the process of developing a flexible but
orderly learning environment in one of these class-
rooms? How might you enable your students to be
your partners in establishing a flexible and differ-
entiated classroom?

¢ Think about connections between student
affect and differentiation as it’s reflected in these
units. In what ways is the general classroom tone
likely to impact student affect? Why? In what ways
is the differentiation likely to impact student affect?
Why? What connections do you see between stu-
dent affect and student learning?

e How does the role of the teacher shift in
these differentiated classrooms compared with
classrooms in which whole-class instruction pre-
dominates? What opportunities do teachers enjoy
with flexible teaching that may not be so readily
available in more traditional classrooms?

¢ What portions of your own curriculum do
you recognize in these units? In what ways can you
build on what you already do in order to address
the learning needs of your full range of students?

e Which elements of these units do you partic-
ularly like? Which do you question? Talk with col-
leagues about what you see as positive in the units
and what is less positive for you. In each instance,
be sure to explore why you feel as you do.

¢ Try adding your voice to a unit you have on
paper, explaining why you have crafted the unit as
you have—or why you might now think about
modifying the unit in some way.

® Be sure to apply in your classroom what you
learn from the units. It’s wise to move at a pace
and in a sequence that seems manageable to you—
but it’s important to grow as a teacher!

* * *

Our great hope, of course, is that you will be
“stretched” by the time you spend with these six
units. As educators, we invest our professional lives
in the belief that learning is both dignifying and
humanizing. We hope this will be your experience
in the pages to come.



Weather's A System

A Science Unit on Understanding
and Predicting Weather

Unit Developer: Laura C. Massey ————

Introduction

This four- to five-week study of weather allows students to observe and analyze
both global and local weather trends. Its primary focus is what causes the weather
that we see around us. Although the main concepts highlighted during this unit are
cause and effect and patterns, other concepts, such as cycles, and systems are also
investigated. Throughout, students examine the relationship between cause and
effect and explore how understanding cause and effect can help us to better under-
stand weather.

The unit moves through each of the components of weather (including proper-
ties of air, air masses and fronts, the water cycle, and types of clouds and storms),
and students add to and synthesize their understanding of these components so that
they can see the “big picture” of weather. Throughout the unit, they maintain a
weather journal that includes their observations of and reactions to the weather
around them. This journal allows students to draw conclusions regarding cause and
effect and to make predictions on their own. At the end of the unit, the students
apply the information they’ve learned to analyze global and local weather patterns.

The students come to understand the concepts and ideas presented during this
unit through a variety of instructional strategies, including group investigations and
experiments, observation, and reading for information. Readings come from a vari-
ety of sources, and students gather daily weather information from a variety of media.

Teacher Reflection on Designing the Unit

When I set out to plan this unit, I gave a lot of thought to what I wanted the students
to know upon its completion. At first I thought it would nice for them to know the
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meteorological term “front,” to be able to name some types of clouds, and to understand
what it means when a meteorologist reports that barometer readings have dropped. And
it’s true—it would be nice for my students to know these things, but I didn’t think that
was enough. I pictured students leaving the unit saying, “So what if a front comes
through?” or “Who cares if that’s a cumulus cloud?” I began planning with this in mind.

Gathering resources and searching for information I wanted to highlight provided me
with a needed refresher course on weather. I found myself amused by and interested in
concepts I had forgotten or hadn’t fully understood before. My excitement did not come
from suddenly remembering that a barometer measures air pressure; rather, it came from
finally understanding that drops in air pressure mean a storm is approaching. I was
reminded that simply observing clouds could help me to interpret and predict coming
weather. I quickly became more interested in the “whys” of weather occurrences than in
the “whats.” At that point, I knew that [ wanted to share this “aha” with my students. I
wanted them to understand what causes weather and to use that understanding to pre-
dict and analyze the effects. In science, students must be critical thinkers and intuitive
observers.

Because my class was diverse in terms of readiness level, learning style, and inter-
ests, I knew that I would need to differentiate many of the unit activities and products
while focusing on the same understandings and information with the whole group. But
first, I knew I needed to begin with solid curriculum.

Using my state course of study as a guide, I chose the main topics that we would
explore. It seemed logical to begin by studying the properties and movement of air and
moisture and then apply this information to reading weather maps, forecasting daily
weather, and predicting storms. I wanted my students to get in the habit of obtaining
weather data on their own and through the media, so I decided to require students to
keep a weather journal of their observations and thoughts. Ultimately, I wanted them to
observe global patterns and pull together the ideas the unit presented to draw conclu-
sions about weather and climate in their own lives. I hoped that students would leave
with an understanding of the causes and effects that surround them daily and that they
would be able to apply this understanding beyond this unit and beyond the topic of
weather.

Science and Information Skills Standards Addressed
¢ Build an understanding of weather and climate.
* Analyze the water cycle: evaporation, condensation, precipitation, ground water.

Analyze the formation of clouds and their relation to weather systems.

Relate global atmospheric movement patterns to local weather.
e Compile weather data to establish climate trends.

Evaluate oceans’ effects on weather and climate.
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Select and use independently, both within and outside the school, a variety of
resources (print, nonprint, electronic) and formats (print, graphical, audio, video,
multimedia) to extend content of resources used.

Recognize that ideas are produced in a variety of formats (print, graphical, audio,
video, multimedia, Web-based).

Explore primary and secondary sources.

Recognize diversity of ideas and thoughts by exploring a variety of resources
(print, nonprint, electronic) and formats (print, graphical, audio, video, multime-
dia, Web-based).

Determine the usefulness of information resources.

Develop a search strategy, which includes the continuous evaluation of the
research process and the information gathered.

Unit Concepts and Generalizations

Cause and Effect, Patterns (main concepts), Systems, Cycles, Order, Change, Influence

A cause can have multiple effects.

An effect can have multiple causes.

We can examine causes to predict effects.

We can examine effects to hypothesize about causes.

By changing a cause, we can impact effect.

There are some cause-and-effect relationships that we can only witness and not
control.

Patterns repeat.

We can make predictions based on patterns.

Patterns give order to our world.

Unit Objectives
As a result of this unit, the students will know

Names of common weather instruments and how to use them.

Famous examples of extreme weather, such as Hurricane Andrew (1992), Hurri-
cane Fran (1996), Hurricane Hugo (1989), Hurricane Hazel (1954), The Tornado
Outbreak of April 1974 (148 twisters), The Northeastern States’ Blizzard of 1996,
“The Storm of the Century” (1993), The Dust Bowl Drought (1933-1940), The
Drought of 1988, and the Los Angeles Dust Storm (December 1988).

Properties of air.

Steps in the water (hydrologic) cycle.

Types of clouds.

Weather symbols used on maps.

Weather-related vocabulary, including air pressure, air mass, front (warm and
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cold), water vapor Dprecipitation, condensation, evaporation, transpiration,
molecule, hurricane, tornado, typhoon, blizzard, drought, satellite, radar, and
meteorologist.

As a result of this unit, the students will understand that

e There are patterns in global and local weather that enable us to predict weather
occurrences with some accuracy.

¢ Understanding cause-and-effect relationships helps us to make more accurate
weather predictions.

¢ Even though we may understand cause-and-effect relationships, we cannot always
control them.

® We can control to some degree how weather impacts us as individuals and as
societies.

As a result of this unit, the students will be able to
® Make observations.
e Make predictions based on observations.
e Use weather instruments accurately and appropriately.
e Read weather maps.
¢ Explain the steps in the water cycle.
e Explain cloud formation.
¢ Relate global weather trends to local weather conditions.
® Demonstrate appreciation for the forces of weather.
e Justify people’s interest in the weather.
e Read for information.
e Apply the scientific method.

Instructional Strategies Used

¢ Brainstorming ¢ Graphic organizers
¢ Informal pre-assessment ¢ Interest and learning profile self-inventory
® Jigsaw ® Small-group research

¢ Tiered assessment e Tiered assignments
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Sample Supporting Materials Provided

Sample #
1.1
1.2
1.3
1.4
1.5
1.6
1.7

1.8
1.9
1.10
1.11

Unit Overview

LESSON

LESSON 1

Introduction

1-2 class periods

LESSON 2

More
Introduction

1 class period

Title

Graphic Organizer: Cause and Effect
Unit Self-Assessment

Differentiated Air Experiments
Experiment Steps to Success

Air Experiment Conclusions and Applications

Thinking About Air Pressure Worksheet

Differentiated Air Masses and Fronts
Experiments

Hydrologic Cycle Note-Taking Sheet
Storm Presentation Rubric

Storm Presentations Note-Taking Template
Unit Review Sheet

WHOLE-CLASS COMPONENTS

Brainstorming and synthesis of
weather knowledge in heterogeneous
groups

50-75 minutes

Introduction of cause and effect
20 minutes

Page
43
44
45
52
53
54
55

58
59
60
61

DIFFERENTIATED COMPONENTS

Homework assignment, self-selected
according to learning profile
15-30 minutes

Sharing of homework and large-group
discussion of cause and effect

Completion of class graphic organizer
10-15 minutes

Informal pre-assessment (in pairs)
10 minutes

Individual self-assessment of subject
matter interests and learning styles
30 minutes
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LESSON

LESSON 3

Air
Experiments

1-2 class periods

LESSON 4

Investigating
Air Pressure

2 class periods

WHOLE-CLASS COMPONENTS

Discussion of generalizations and
homework assignment
5-0 minutes

Explanation of daily weather reports
and journal entries
5-0 minutes

Introduction to upcoming experi-
ments and related procedures
10-15 minutes

Jigsaw of experiment results
30 minutes

Synthesis of results

10 minutes

Demonstration and discussion of air

pressure

50 minutes

Mixed-ability pair work on predicting
weather patterns

1520 minutes

Discussion of predictions and related
strategies

10 minutes

DIFFERENTIATED COMPONENTS

Journal entries based on interest
S minutes

Small-group experiments based on
readiness and interest

40 minutes

Independent reading anchor activity
1020 minutes

Individual homework assignment
based on readiness and learning
profile

10 minutes
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LESSON

LESSON 5

Air Masses
and Fronts

12 class periods

LESSON 6

The Water
Cycle

2 class periods

LESSON 7

Clouds

1 class period

LESSON 8

Storms

3-5 class periods

WHOLE-CLASS COMPONENTS

Discussion of reading
10-15 minutes

Sharing of results
10-15 minutes

Discussion of the water cycle, guided
by students’ prior knowledge
1520 minutes

Sharing of products and discussion of
unit concepts
3040 minutes

Observation, sketching, and discus-
sion of cloud types
15 minutes

Grouping of cloud types in small
groups (random)
15 minutes

Presentation and discussion of “offi-
cial” cloud groupings
15 minutes

Assignment/explanation of written
homework assignment on storms
5 minutes

DIFFERENTIATED COMPONENTS

Reading selection based on readiness
20-30 minutes

Small-group experiments based on
readiness
3040 minutes

Self-selected related activities, based
on learning profile and work style
40-50 minutes

Research activity in small groups
based on interest, subject matter
knowledge, and research skills
2-3 class periods
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LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Storm presentations and note-taking Note-taking template offered to those
with follow-up discussions correlating who need it

to unit concepts

2-3 class periods

LESSON 9 IntroducFion to weather maps
15-20 minutes
Small-group work interpreting
weather maps and looking for pat-

Global terns, grouped homogenously by
Patterns interest and heterogeneously by
readiness

40-50 minutes
2 class periods Sharing and discussion of results
30-40 minutes

LESSON 10 Indepepdent review, differentiated
according to need for structure
10 minutes
Self-selected small-group preparation
for review game
Unit Review 40 minutes

Class game for review

50 minutes
2 class periods
mdividual hesi
LESSON 11 ndividua Sym esis and
self-evaluation
50 minutes
Journal Entry
1 class period
LESSON 12 Part I: Objective test Part II: Tiered essay question, based
on readiness
Final
Assessment

1 class period
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Unit Description and Teacher Commentary

LESSON 1

LESSON SEQUENCE AND DESCRIPTION

Note: Before beginning the unit, give each student a folder to
keep unit materials in.

Brainstorming and synthesis of weather knowledge in het-
erogeneous groups. Begin the unit by grouping students in
small, heterogeneous groups of three or four and asking them
to brainstorm terms associated with weather. To encourage as
many ideas as possible, provide the groups with pictures of a
variety of different types of weather.

After five minutes of brainstorming, tell the groups that they are
going to create group weather webs. When they look at their
lists of weather words and terms, what categories do they see?
Explain that they will be sharing their webs with the rest of the
groups so they should be able to defend their choice categories.

Students should create rough drafts of their webs and then
transfer their webs to chart paper.

When all the groups have completed their webs, they should
present their work to the rest of the class. Groups that finish
early may want to create illustrations to accompany the terms
on their webs. Post the weather webs in the classroom for the
duration of the unit.

Introduction of the concept of cause and effect. Open by
asking students to characterize the relationship between the
terms cause and effect. What are some examples of cause and
effect in students’ lives? Allow students to share their ideas,
but be ready to provide examples if they struggle to do so. For
example, a cause might be not studying for a test, and the
effect might be not doing well on the test.

*Homework assignment, self-selected according to learning
profile. The students’ assignment is to tell about a time in
their own lives when they experienced or witnessed a
cause-and-effect relationship. They are to choose one of the
following formats: short story, poem, song or rap, cartoon,
collage, or detailed drawing.

* = Differentiated Component

Introduction

(12 class periods)

TEACHER COMMENTARY

I also recommend that you set aside
time periodically for students to
“clean up” their weather folders.

I encouraged students to list anything
related to weather that came to their
minds, and I provided prompts (the
pictures) to get some students started.
I chose to conduct this activity in het-
erogeneous groups for a wider variety
of background information.

Creating webs allowed students to
synthesize, organize, and arrange
information and to begin considering
the major components of weather.

When presenting their webs, students
were forced to describe and rational-
ize their thinking (working on meta-
cognition here). We posted the webs
so students could see how they were
building on prior knowledge as we
moved through the unit.

My goal here was to get students to
think about cause and effect in all
aspects of their lives, not just with
regard to the weather.

The homework assignment required
all students to think about the impact
of cause and effect in their own lives,
but allowed them to choose how they
would show this impact, thus differen-
tiating by learning profile or interest.
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LESSON 2 More Introduction (1 class period)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Sharing of homework and large-group discussion of cause During this activity, I posed questions
and effect. Encourage willing students to share their home- such as
work products with the class. On the overhead, display a
blank cause and effect graphic organizer (see Sample 1.1, e What is another effect of this
page 43). Ask students to contribute examples from their cause?
homework assignments to create a class listing of causes and e What could be another cause in
their effects. Discuss their ideas as you go. this example?

e Could you see this effect com-
ing? Why or why not?

e Does this effect always follow
this cause?

My goal was to lead students to
some big ideas about cause and
effect and to hear their thinking
about this concept.

Completion of class graphic organizer. When the class has

generated a variety of examples, discuss the relationship

between the two sides of the organizer. Guide the students

toward forming “big statements” (generalizations) about

cause and effect. List these statements on chart paper and

display them in the classroom.

Informal pre-assessment (in pairs). Have paired students During this part of the lesson, I circu-
generate examples of cause and effect with regard to weather, lated throughout the classroom, clip-
using the same graphic organizer as before. As with the previ- board in hand, taking notes about
ous class period’s brainstorming activity, students should students’ conversations. I later used
write down anything that comes to their minds. As they work, these notes to create student group-
observe and record individual students’ contributions and lev- ings and determine assignments.

els of participation to get an idea of their prior knowledge
about weather.

Individual self-assessment of subject matter interests and I combined the information from this
learning styles. As pairs complete their organizers, collect assessment with the information from
them and distribute the Unit Self-Assessment (see Sample the previous activity and with my

1.2, page 44). Explain to the students that this is their chance existing knowledge about each of the
to tell you about their strengths and weaknesses, learning students to ensure that the activities
styles, and interest levels in science and weather. in this unit would address different

abilities, learning preferences, and
interests.
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LESSON SEQUENCE AND DESCRIPTION

Discussion of generalizations and homework assignment.
Wrap up the lesson by referring back to the “big statements”
about weather, and ask the students if they have any ideas to
add to the list. Tell them that in their next lesson, they will be
investigating air.

For homework, each student should bring in a weather jour-
nal (for example, a small journal book, a spiral notebook, or
stapled pieces of paper) to write in throughout the unit.

LESSON 3

LESSON SEQUENCE AND DESCRIPTION

Note: In preparation for this lesson, laminate the experiment
sheets for each of the seven Differentiated Air Experiments
(collected in Sample 1.3, beginning on page 45) and choose
an area in the classroom (a “station”) for each experiment.
Collect all necessary materials and store them in a box at the
back of the classroom.

Explanation of daily weather reports and journal entries.
Explain that everyone in the class will be keeping a daily
weather journal as an ongoing activity. At the beginning of
each class period, while the other students are getting settled,
one or two students will be responsible for gathering informa-
tion about local weather conditions and reporting this infor-
mation to the class. Sources may include print (e.g., a
newspaper) or alternative media (e.g., the Internet, radio).

Journal entries based on interest. When the designated
student presents the weather report, the rest of the students
should record the data in their journals and then write a short
response to it.

Keep a list of journal writing prompts posted in the room for
students who may have a hard time deciding what to write.
For example:

How has the weather changed?

What does the current weather remind you of?

How does today’s weather make you feel?

What are some pluses and minuses about the weather
right now?

e What do you think tomorrow’s weather will be like? Why?

Air Experiments

TEACHER COMMENTARY

Students kept all of their work for this
unit in this notebook. I had them staple
completed worksheets into these note-
books for later reference and reflection.

(12 class periods)

TEACHER COMMENTARY

Preparation is key in a differentiated
classroom!

On this first day, I provided the neces-
sary information to model what
would be expected, then assigned stu-
dents to the weather reporter role
alphabetically. This activity provided
students with opportunity to practice
information gathering and recording
skills.

I read students’ weather journals fre-
quently (examining only a few each
day), and I treated them as an infor-
mal assessment of students” under-
standing of the concepts we were
examining as well as their skill in
obtaining and recording weather data.

These prompts were one way I
encouraged students to do more than
just minimal writing during the five
minutes I allotted to this activity each
day. I wanted them to begin to use
their observations to make predictions
and to examine their personal reac-
tions to the weather.
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LESSON SEQUENCE AND DESCRIPTION

Introduction to upcoming experiments and related proce-
dures. Before beginning the air experiments, distribute and
discuss the Experiment Steps to Success (see Sample 1.4,
page 52).

Distribute the Air Experiment Conclusions and Applications
handout (see Sample 1.5, page 53) to all students and discuss
the steps in completing experiments. Explain that upon com-
pletion of their experiments, all students must answer all
questions on the worksheet.

*Small—group experiments based on readiness and interest.

Divide students into groups of three or four and give each
group the instructions for its assigned experiment (see Sample
1.3). There are seven experiments in all, designed at varying
levels of complexity and listed here from most complex to
least complex:

e Experiment A: How Can We Determine Relative
Humidity? (version 1)

¢ Experiment B: How Can We Determine Relative
Humidity? (version 2)

e Experiment C: How Can We Determine the Direction

of the Wind?

Experiment D: How Does Air Move?

Experiment E: Does Air Have Weight?

Experiment F: Does Air Take Up Space?

Experiment G: Does Air Have Movement?

Each group should carry out its experiment, record all of the
required information on the worksheet provided, and create a
plan for sharing their work with the rest of the class.

*Independent reading anchor activity. After students com-

plete their work and clean up their materials and work sta-
tions, have them read a selection from Focus on Science
(published by Steck Vaughn Co.) about the layers of the atmo-
sphere and, as a group, answer the questions that follow. A
similar text can be substituted.

Jigsaw of experiment results. When all groups have com-
pleted their experiments, put students in jigsaw groups to
share their conclusions with one another. You should have
three or four groups, with a representative from each of the
seven experiments in each group.

TEACHER COMMENTARY

Going over the guidelines in the
Experiment Steps to Success estab-
lished the expectations for the day
and helped structure the lesson.

This worksheet used a series of ques-
tions to take students through the steps
in the scientific process. My goal here
was to get students thinking about
what might happen during the experi-
ments and then, afterward, about why
things had happened as they did.

For this activity, I based my grouping
decisions on the unit pre-assessment.
[ supplemented my knowledge of the
students’ interest level in science,
ability to conduct experiments, and
ability to draw conclusions with the
students’ own rankings of their inter-
est and abilities in these areas. I also
considered students’ personalities and
work styles and created groups I
thought would be compatible.

Diagrams or pictures may help some
students follow the directions more
easily.

This served as an anchor activity for
students who finished their work
more quickly than others. Students
were not required to know about the
layers of the atmosphere, but it served
as an appropriate extension for the
current lesson.

Because each of the experiments
demonstrated a different aspect of air,
this was a great way for students to
be able to learn from one another.
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LESSON SEQUENCE AND DESCRIPTION

Synthesis of results. At the end of the lesson, review experi-
ment conclusions with the whole class. Record the students’
contributions on the board. Discuss the relationship of these
experiments to the unit concept of cause and effect. Explain
to students that they will next apply their new understanding
of the properties of air as they begin examining the movement
of air in the atmosphere. Allow students who read the anchor
activity piece about the layers of the atmosphere to share
what they learned with the rest of the class.

LESSON 4

LESSON SEQUENCE AND DESCRIPTION

Note: For this lesson, you will need several weeks’ worth of
weather maps published in newspapers. Gather maps that
show a variety of weather conditions in different seasons.

Demonstration and discussion of air pressure. Introduce the
lesson by asking the students what they already know about
air. Record their statements on the board. Then, write “air
pressure” on the board and ask students to try to define this
term. What does it mean? Where have students heard the
term before? Lead students to the definition of air pressure: It
is the pressure air exerts on the earth’s surface. Write this defi-
nition on the board. Explain that air pressure is measured
using a barometer.

To demonstrate air pressure, blow up a balloon and pinch the
end closed. Explain that the air inside the balloon is exerting
pressure on the balloon. Ask students: Where do you think
the air pressure is greater: Inside or outside the balloon? Why?

When the students understand that the pressure is greater
inside the balloon, tell them to take out a piece of paper and
get ready to make detailed observations. Then let go of the
balloon. The students should write down exactly what they
see. After they’ve done so, call on students to share their
observations. Ask them what this tells us about air pressure.

Investigating Air Pressure

TEACHER COMMENTARY

[ wanted to give students a chance to
restate (and thus, solidify) their
understanding of the characteristics
of air.

(2 class periods)

TEACHER COMMENTARY

I found that large maps showing the
U.S. and weather symbols in color
were the best choice. It’s a good idea
to laminate these maps for future use.

This was another chance for students
to think and ask questions about the
characteristics of air before we moved
on to a more complex topic.

Here, I focused on asking students to
provide detailed observations and to
explain why what they saw hap-
pened. I varied my questions for indi-
vidual students based on their
different starting points with regard to
making observations and drawing
conclusions. Simply asking “Why?”
enabled most of my students to take
their thinking a step further.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Make sure that the students understand that the air from the
high-pressure area (inside the balloon) moved to the
lower-pressure area (outside the balloon). Ask the students
what they now know about air pressure. Continue by asking
students to think about the following scenario:

Imagine that all students our school were packed into our
classroom. Would our classroom be an area of high or low
pressure? What would the students want to do? Where would
they want to go? Why?

Students should see that they would behave in the same way
as the air in the balloon—they would want to go out of the
high-pressure area and into the low-pressure area. Point out to
students that this is how air behaves. It moves from areas of
high pressure to areas of low pressure. Ask students how their
observations and thinking relate to the concept of cause and
effect.

Pass out the Thinking About Air Pressure Worksheet (see
Sample 1.6, page 54). On the overhead, display the following
four statements about air pressure:

e Air exerts pressure on the earth’s surface.

® Cool air has higher pressure.

e Drops in pressure indicate stormy weather.

¢ Air tends to move from areas of high pressure to areas of
low pressure.

Have the students copy these four statements onto their
worksheets. Briefly discuss each of the statements to ensure
that the students understand them. It may be necessary to
draw diagrams to show that cool air molecules have greater
density and that molecules move and expand as air warms.

Mixed-ability pair work on predicting weather patterns. Here, I created mixed-ability pairs
Group students into pairs and pass out weather maps. Tell the because I knew that applying the four
students to look at the symbols on the maps and use their statements about air pressure would
understanding of air pressure to make predictions about the be difficult for some of my students. I
weather in several different places. Students should record wanted my higher-readiness students
their predictions on their worksheets. They should also com- to work through the challenge of
plete the last part of the worksheet that requires them to con- applying these ideas—and to help
sider the importance of understanding air pressure. their partners do the same.

Discussion of predictions and related strategies. End the les- | Again, I hoped that students would
son by allowing students to share their maps and predictions learn from one another.

with the rest of the class or in small groups. Make sure that

they explain why their predictions are valid.
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LESSON SEQUENCE AND DESCRIPTION

*Individual homework assignment based on readiness and

learning profile. Provide the appropriate reading selection
and have students complete one of two assignments. For
Assignment 1, students read a discussion of air pressure
excerpted from Focus on Science (published by Steck Vaughn
Co.). For Assignment 2, they read a discussion of barometer
reading excerpted from Weather and Climate (published by
Carson-Delloa Publishing Co.).

Other readings on similar topics may be substituted.

Assignment 1: What Is Air Pressure?
Read the selection on air pressure and choose one of the fol-
lowing activities to show your understanding of the topic:

e Create a diagram that shows the movement of cool and

warm air to someone who cannot read. Be sure that the

relationship between this movement and our unit con-
cept of cause and effect is clear.

¢ Take the key information from the reading and create a
quiz. Include questions related to our unit concept of
cause and effect. Be sure that you include an answer
key on a separate page.

Assignment 2: Using a Barometer
Read the selection on barometers and choose one of the fol-
lowing activities to show your understanding of the topic:

e You are a barometer. Write a letter to a thermometer
explaining why you are the better of the two. Point out

any cause-and-effect relationships you perceive. Be sure

to make a strong case for yourself!

e Create an illustration or diagram that explains how
barometers work and what they measure. Be sure to
make clear any cause-and-effect relationships you per-
ceive. Your diagram must clearly explain the process to
someone who cannot read.

LESSON 5

LESSON SEQUENCE AND DESCRIPTION

Note: In preparation for this lesson, laminate the experiment
sheets for each of the Differentiated Air Masses and Fronts

Experiments (collected in Sample 1.7, beginning on page 55)

and put the materials for each experiment at designated sta-
tions in the classroom.

Air Masses and Fronts

TEACHER COMMENTARY

I gave the first assignment to those
students who needed additional work
with air pressure. The second assign-
ment was designed for those students
who “got” air pressure and were
ready to extend their understanding.
Both assignments allowed students to
choose between a verbal and a spatial
activity to show their understanding,
and thus, was a learning profile
option as well.

I asked students to complete these
assignments in their weather journals.

(12 class periods)

TEACHER COMMENTARY
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LESSON SEQUENCE AND DESCRIPTION

*Reading selection based on readiness. Explain to the stu-

dents that they will be learning about air masses and fronts.
They will first read about and discuss the topic and then
apply their understanding to one of several different experi-
ments.

Provide reading material on two different levels to accommo-
date different reading abilities. I assigned a section about air
masses from the student text (Science Horizons, published by
Silver Burdett Ginn) to my less advanced readers and a hand-
out from Focus on Science (published by Steck Vaughn Co.) to
my more advanced readers.

Discussion of reading. When all students have completed
their reading, lead a whole-class discussion of what they
learned about air masses. Be sure to call on students from
both reading groups.

*Small—group experiments based on readiness. Before begin-

ning the experiments, review Experiment Steps to Success
(see Sample 1.4) with the class. Then place students in exper-
iment work groups of three or four for the Differentiated Air
Masses and Fronts Experiments (see Sample 1.7). There are
three experiments in all, designed at varying levels of com-
plexity and listed here from most abstract to least abstract:

e Experiment A: What Happens When a Cold Air Mass
Meets a Warm Air Mass?

e Experiment B: What Happens When Two Air Masses
Meet?

e Experiment C: How Do Fronts Form?

Assign two groups to work on each experiment. Give groups
time to go over their particular instructions, and then move
among the groups to make sure that they understand what
they need to do. Explain that they should answer the ques-
tions on their experiment sheets when they have completed
their experiments.

Sharing of results. Conclude the lesson by allowing students
to share their experimental findings with one another. What
do they now understand about air masses and fronts and the
ways they move and interact? How does this relate to cause
and effect?

TEACHER COMMENTARY

The readings I chose differed in both
vocabulary and complexity. The selec-
tion for less advanced readers focused
on terminology related to air masses
and fronts; the selection for more
advanced readers introduced the
global movement of air masses and
the causes of such patterns.

[ designed three air mass experiments
focusing on similar content but vary-
ing in difficulty. I based grouping for
these experiments on both my obser-
vations and students’ responses to the
Unit Self-Assessment (see Sample
1.2) where they rated their own abil-
ity to work in groups, follow direc-
tions, and carry out experiments.
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LESSON 6 The Water Cycle

LESSON SEQUENCE AND DESCRIPTION

Discussion of the water cycle, guided by students’ prior
knowledge. Begin by providing each student with a copy of
the Hydrologic Cycle Note-Taking Sheet (see Sample 1.8,
page 58).

Ask the students to guess what hydrologic means. Tell them
that it is another name for the water cycle. Explain that the
class will discuss the hydrologic cycle and that each student
will be responsible for taking notes throughout the discussion.
These notes should include key vocabulary as well as the
steps in the hydrologic cycle. Tell students that they will need
to use their notes later in the lesson.

Begin the discussion by asking students to explain what they
already know about the hydrologic cycle. Write their
responses on the board. Use their prior knowledge to guide
your explanation and to fill in gaps in their understanding
(you may want to draw the cycle on the board).

Once the cycle is clear to students and they understand the
vocabulary related to it, invite them to the front of the room
to act out or pantomime parts of the cycle. For example:

e When does condensation occur?

e What does the process of nucleation look like?

¢ How are water droplets formed from water vapor and
nuclei?

Be sure to highlight key terms as students move through the
steps. Address any student questions and give them a few
minutes to add to the notes in their weather journals before
moving on to the next part of the lesson.

*Self—selected related activities, based on learning profile
and work style. Put the following list of activities on the over-
head, and allow students to choose one to complete.

Option 1: Group Work

Role-play the life of a tiny water droplet. Include narration
and props as appropriate. Speak clearly, loudly, and stay in
character as you act.

(2 class periods)

TEACHER COMMENTARY

Earlier in the week, I gave students I
thought would have a difficult time
contributing to this lesson’s discus-
sions a reading selection about the
water cycle. Students read the selec-
tion during their anchor activity time
or at home. I wanted them to get as
much out of the discussion as possi-
ble and to be able to contribute to it,
as well. Likewise, I often give more
advanced readers complex readings
on the topic for use during anchor
activity time or at home.

Here, I wanted to avoid giving stu-
dents information that they already
had. My job was to correct errors in
thinking and to fill in the missing
pieces of the water cycle.

Allowing students to act out or panto-
mime parts of the water cycle helped
to solidify their understanding by get-
ting them physically involved with
the information. Such activities partic-
ularly appeal to kinesthetic learners.

[ had differentiated by readiness in
earlier activities, and I wanted
students to have the opportunity to
work with a variety of other students.
Students chose not only how they
would show their understanding
(verbally, spatially, kinesthetically,
creatively), but also with whom they
would work and in what type of
group configuration.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Option 2: Individual Work

Write about the life of a tiny water droplet. Include details and
vivid descriptions so that your readers will understand what it
might feel like to be the droplet.

Option 3: Individual Work

Make a detailed diagram of the life of a tiny water droplet.
Your diagram must be extremely neat and clear and must help
your viewers understand the steps in the hydrologic cycle.

Option 4: Individual or Group Work

Use materials in the classroom to create an experiment that
demonstrates a part of the hydrologic cycle. You must write
down the materials you use, the procedures you follow, and
your observations.

Give students the remainder of the class period to finish their

products.
Sharing of products and discussion of unit concepts. Stu- Presenting to their classmates gave
dents present their water cycle products before the rest of the students another opportunity to learn
class. Afterward, review the statements about cause and from one another. At this point, I felt
effect and patterns. Have the students share what they have it was time to look back to our over-
learned about these statements thus far in the unit. arching concepts and examine what
we had learned about them so far.
LESSON 7 Clouds (1 class period)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Observation, sketching, and discussion of cloud types. To This “hook” activity gave students a
introduce this lesson, take students outside to observe the chance to begin examining the char-
clouds (you might have to be somewhat flexible with the tim- acteristics of clouds. It also appealed
ing of this lesson). Give them the opportunity to draw the to both visual and tactile learners.

clouds they see. Depending on the amount or types of clouds
in the sky, you may want to discuss the similarities and differ-
ences between them.

Grouping of cloud types in small groups (random). Place This activity allowed students to gen-
students in randomly assigned groups of three or four. Provide | erate their own ideas and to discover
each group with pictures from magazines that show different for themselves differences between
types of clouds. Tell groups to sort their pictures into cloud clouds.

groups. They can form as many cloud groups as needed and
can base their groupings on any characteristic that they
choose. Tell the groups to choose names for their cloud
groups. (Students who already know the names of different
types of clouds may use those names.)
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LESSON SEQUENCE AND DESCRIPTION

As groups complete their cloud categories, provide them with
a cloud identification chart that will allow them to compare
their cloud groups to the official classifications of cloud types.
Questions to ask include the following:

¢ How are your groupings the same or different?
¢ On what characteristics did you base your groups?
e How are clouds actually classified?

Presentation and discussion of “official” cloud groupings.
Allow groups to share some of their cloud pictures with the
rest of the class. What kinds of clouds do the pictures show?
Also, have groups share how closely their own cloud groups
matched the standard cloud classifications. What does each
type of cloud tells us about the weather? Is there evidence of
cause and effect with regard to clouds? Why or why not?
Post a chart showing cloud types and corresponding weather
conditions so that students can use the chart to make weather
observations and predictions.

Assignment/explanation of written homework assignment
on storms. Tell students that the next topic of study will be
storms. Invite them to begin thinking about some of the
severe weather conditions that they have experienced and to
consider some of the causes and effects of storms and the
kinds of patterns they might observe in various types of
storms.

Then announce the homework assignment: Students will
write a short narrative about a time that they experienced
extreme weather. Extreme weather might include hurricanes,
snowstorms, thunderstorms, or other storms.

LESSON 8 Storms

LESSON SEQUENCE AND DESCRIPTION

Note: In preparation for this lesson, collect information about
the different types of storms you plan to study from a variety
of sources and at a variety of reading levels.

TEACHER COMMENTARY

Here, [ encouraged students to evalu-
ate their thinking based on the stan-
dard classification system for clouds.
My goal was to enhance their learning
by helping them come to understand
cloud classification rather than just
writing down a classification system
someone else had created. This is

an example of a concept attainment
lesson.

Before providing students with infor-
mation about how clouds can be used
to predict weather, I gave them the
chance to come up with their own
ideas. This was yet another opportu-
nity to reexamine our unit concepts.

[ like to personalize activities when-
ever possible to enhance student
interest.

(35 class periods)

TEACHER COMMENTARY

Because of the generally high interest
level in this particular topic, I thought
this would be a good opportunity for
students to work on their research
skills.
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LESSON SEQUENCE AND DESCRIPTION

*Research activity in small groups based on interest, subject

matter knowledge, and research skills. Place students in
groups of three or four. Each group should chose one of the
following storm types as their research topic:

e Rain and hailstorms

e Thunder and lightning

e Snowstorms

e Storms at sea

e Hurricanes, typhoons, and cyclones
e Sand and dust storms

e Tornadoes

Students should find a famous example of their type of storm
(see the list included in the Unit Objectives on page 21) and
learn all they can about that storm’s causes and effects. No
two groups should study the same storm, but try to get at
least one group working with each of the storm types.

Once all groups have chosen a storm, explain that each will
carry out research, compile information, and make a presenta-
tion to the class. This presentation should include a descrip-
tion of their storm type, evidence of any cause-and-effect
relationships, and any other information that will help their
classmates better understand the type of storm.

Provide students with a copy of the Storm Presentation
Rubric (see Sample 1.9, page 59) to familiarize them with the
project requirements and criteria for success. Go over all crite-
ria and allow students to ask questions.

As groups begin their research, provide a variety of reading
materials on different reading levels to accommodate varying
reading abilities. Also, post useful Web sites for the students
to explore, and provide a list of other possible resources. Stu-
dents may need several class periods to complete their
research and prepare their presentations.

Storm presentations and note-taking with follow-up
discussions correlating to unit concepts. Each group should
present its storm information on a predetermined day. The
rest of the class should take notes about the information pre-
sented. To help students determine what to include in their
notes, remind them that they are looking for cause-and-effect
relationships. It would also be a good idea to review impor-
tant information after each group presentation. You might do
this through a quick Think-Pair-Share that encourages stu-
dents to share their ideas with one another.

TEACHER COMMENTARY

This research activity was differenti-
ated based on both interest and readi-
ness. I grouped students to work
cooperatively based on their interest
responses on the Unit Self-Assess-
ment and on my knowledge of their
readiness levels. In addition, I consid-
ered their research skills and placed
them in groups with students who
had similar skills. Doing so allowed
me to provide some groups with the
extra assistance they needed to carry
out their research, while other groups
worked with less assistance from me.

I provided students who needed more
structure with the Storm Presenta-
tions Note-Taking Template (see
Sample 1.10, page 60). I encouraged
students to staple these sheets into
their weather journal.
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LESSON SEQUENCE AND DESCRIPTION

Review any cause-and-effect relationships noted in

the presentations of storm research. As you do so,
highlight varying weather conditions and their effects.

Can students identify any patterns that are characteristic of
all storms?

LESSON 9

LESSON SEQUENCE AND DESCRIPTION

Note: For this lesson, you will need a world map series that
shows several different types of data. These maps should also
show changes over time, including different seasons.

I used the GLOBE Earth System Poster developed by the
GLOBE Science and Education Program. This poster showed
global variations in solar energy, average temperature, cloud
cover, precipitation, soil moisture, and vegetation at different
points in a calendar year. Any similar set of maps can be
used. Post the maps in locations around the classroom.

Introduction to weather maps. Help students familiarize
themselves with the formats and characteristics of weather
maps by looking at one specific map and the information it
presents about a topic (e.g., vegetation in June). Be sure to
point out the map scale and have students practice reading
the maps.

* Small-group work interpreting weather maps and looking

for patterns, grouped homogeneously by interest and heter-
ogeneously by readiness. Place students in as many groups
as you have types of data so that each group will study one
set of data on the series of maps. For example, one group
might focus on average temperature at different places and at
different points in the year, while another group might focus
on cloud cover.

Have all students turn in a list of the top two topics they’d
most like to study. Form groups to coincide with student
choices (interest) and to ensure a range of readiness in each
group.

Global Patterns

TEACHER COMMENTARY

(2 class periods)

TEACHER COMMENTARY

This lesson highlights the concept
of patterns. My goal here was to
have students notice and interpret
weather patterns. In addition, I
wanted them to draw conclusions
and make predictions.

This lesson required students to syn-
thesize much of what they had
already come to understand during
the unit. It was important to allow
students to lead this activity with
their own observations, questions,
and insights.

I placed students in mixed-ability
groups for a couple of reasons:

e Previously they had worked with
students of similar readiness lev-
els and I wanted to vary my
groupings.

¢ [ wanted at least one strong criti-
cal thinker in each group, as this
activity required a lot of data
analysis and interpretation.
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LESSON SEQUENCE AND DESCRIPTION

Ask the groups to move about the classroom to find data
about their topic on one of the posted maps. When the stu-
dents are comfortable interpreting their data from a single
map, tell them that they’re going to be looking at the same
type of data over time. Allow the students to make their own
observations and draw their own conclusions. Encourage
them to look for patterns among the different maps. They
should begin noting and examining seasonal changes.

When groups have had the chance to thoroughly study the
maps and explore their specific topics and data, have them
write a brief summary of their findings. Good prompts
include, “What appears to happen with regard to
over time?” “What patterns do you see with regard to

?” Have each group choose one person to share this
information with the rest of the class.

Sharing and discussion of results. When each group has exam-
ined the maps and written a summary of its findings, bring the
class together. Have students sit in a semicircle where they can
all see the maps (you may have to move the maps around, as
well!). Allow each group’s speaker to share the group summary,
and using the information provided, discuss how all of the data
might be related. How do changes in cloud cover relate to aver-
age temperature and changes in vegetation? How are precipita-
tion and soil moisture related? Allow the students’” observations
and conclusions to guide the discussion.

Pose the following question: How does all of this relate back
to our unit concepts of cause and effect and patterns?

LESSON 10 Unit Review

LESSON SEQUENCE AND DESCRIPTION

*Independent review, differentiated according to need for

structure. Students review the information presented and col-
lected throughout this unit by going through their weather
journals.

Self-selected small-group preparation for review game.
Allow students to work in groups of three to prepare them-
selves for a class game that will require them to recall infor-
mation presented during the unit. Set aside one class period
for preparation, and tell students that they will not be allowed
to use their weather materials during the game.

TEACHER COMMENTARY

I moved among the groups, asking
guiding questions when necessary.
For example: “What evidence do you
see to support your ideas?” “What
changes do you see taking place
between these two maps?”

This discussion allowed students to
learn from one another rather than
exclusively from me. As a result of
their sharing and discussing, they
learned much more than they would
have from a lecture or another tradi-
tional, teacher-directed activity.

This closure discussion ensured that
everyone in the class shared common
understandings.

(2 class periods)

TEACHER COMMENTARY

I provided the Unit Review Sheet (see
Sample 1.11, page 61) for those students
[ knew would struggle with determin-
ing which information they should defi-
nitely know. On this sheet, I included
key vocabulary and concepts as well as
general questions concerning cause
and effect and patterns. Although
some students needed the scaffolding
this review sheet provided, others did
well with a more open-ended approach
to the unit review.
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LESSON SEQUENCE AND DESCRIPTION

Class game for review. Divide the class into two mixed-abil-
ity teams. Split questions into rounds, according to difficulty.
Ask each team one question per round, and award one point
for each correct answer.

LESSON 11 Journal Entry

LESSON SEQUENCE AND DESCRIPTION

Individual synthesis and self-evaluation. Have students take
out and review their weather journals (see Lesson 3). Tell
them they are to complete the following assignment in order
to pull together and conclude their weather journals:

1. Look back through your weather journal. Pay close atten-
tion to your observations of weather conditions for each day.
What patterns or trends do you notice? From your notes,
what statements can you make about the weather in our area
at this time of year? Were there major changes in the weather,
or did conditions remain largely the same?

2. Write a final entry in your journal that compares your
observations to what you know about the climate and seasons
of this area. Relate this final entry to one or both of our unit
concepts.

3. Finally, choose the notebook entry that you think shows
your best work in this unit and explain why you picked it.

LESSON 12

LESSON SEQUENCE AND DESCRIPTION

The final assessment is made up of two parts, both of which
should be completed in a 50-minute time frame.

Part I: Objective test. This consists of true/false,
fill-in-the-blank, and short-answer items. Distribute Part I to
all students. Explain that they should turn in Part I when
they’ve completed it, at which time you will give them the
second part of the assessment.

Final Assessment

TEACHER COMMENTARY

[ created the two teams based on my
knowledge of the students’ levels of
understanding with regard to the
material we had been studying and
with an eye toward making the teams
as evenly matched as possible. There
are, of course, many different games a
class can play to review material.

(1 class period)

TEACHER COMMENTARY

This final assignment required stu-
dents to reflect on their own work
and observations and to make general
statements about them. It also
required them to synthesize informa-
tion to analyze local weather condi-
tions and trends.

By allowing students to choose and
write about their best entry, I encour-
aged self-evaluation.

(1 class period)

TEACHER COMMENTARY

There were many non-negotiables in
this unit—information students were
simply required to know. I included
this information on the objective por-
tion of the unit assessment.
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LESSON SEQUENCE AND DESCRIPTION

*Part II: Tiered essay question, based on readiness. Each stu-

dent completes one of two essays:

Essay 1

Pretend that a new student has joined our class today. This
student has not yet studied weather, but would like to know
what we learned during this unit. What can you tell this stu-
dent about weather to help him or her understand what you
have learned? Include as much information as you can about
the following topics: air, air pressure, air masses and fronts,
the water cycle, clouds, storms, and global trends. Then
explain how these topics affect our local weather and climate.
Be sure you discuss how the information relates to our unit
concepts of cause and effect and patterns.

Essay 2

Choose five cities on the weather maps provided. For each of
the cities, explain the type of weather conditions the city is
experiencing now. Then predict what conditions each city can
expect in the next few days. Fully explain your forecast by
incorporating evidence of the cause-and-effect relationship
and an analysis of patterns. Include the aspects of weather
that we have studied during his unit. Be specific!

Teacher Reflection on the Unit

TEACHER COMMENTARY

The essay portion asked students to
put their knowledge to work,
although at different levels of diffi-
culty.

[ assigned Essay 1 to students work-
ing at or below grade level. This essay
required them to distill their knowl-
edge and apply it to weather around
them.

Essay 2 was for my more advanced
students. This essay required them to
analyze information and apply that
analysis to make predictions.

The sequencing of this unit was its greatest strength. [ was pleased with how the concepts

progressed in a way that made sense to the students. The unit included numerous differ-

entiated activities that allowed each student to build an understanding of the concepts

based on his or her readiness level. Also, we constantly connected the learning that was

taking place inside our classroom to experiences in our environment. The journaling pro-

vided a means for students to express their observations and conclusions. And although

it required much effort, designating time for whole-class reflection enhanced the learning

experience for all students. As I had hoped, the students left the study with a greater

appreciation for weather and a deeper understanding of how it affects their lives.

Laura C. Massey most recently taught science in North Carolina. She can be reached at

MasseyLaura@aol.com.
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SAMPLE 1.1—Graphic Organizer: Cause and Effect

Cause

Effect
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SAMPE 1.2—Unit Self-Assessment

Here are some topics that we may study during our exploration of weather. Which of them are you most
interested in learning about? Number your choices from 1 (your favorite) to 10 (your least favorite). You
may also write-in another weather-related topic that is of interest to you.

__ sand and dust storms

__ hurricanes, typhoons, and cyclones
__ stormsatsea

__ thunder and lightning

__ rainand hail

____ tornadoes

__ famous storms in history

__ people who work in the weather field
__ weather forecasting

_ global patterns and trends

Other idea:

Now rate yourself on the following skills and interests. Use a scale of 1-10, with 1 indicating the highest
level of skill or interest and 10 indicating the lowest level of skill or interest.

____ interestin science

____ interestin weather

__ understanding of science
__ understanding of weather
__ ability to carry out experiments
__ ability to work in a group
__ ability to work independently
___ ability to follow directions
__ ability to read for information
__ ability to take notes

____ presentation ability
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SAMPLE 1.3—Differentiated Air Experiments

Experiment A: How Can We Determine Relative Humidity? (1)

Materials:

tape a rubber band

water a piece of cardboard

2 identical thermometers a Relative Humidity Table

gauze (2" x2")

Procedure:

1.

2. Wrap the gauze around the bulb of one of the thermometers and secure it with the rubber band.

3. Wet the gauze.

4. Tape each thermometer to the edge of a desk, with the bulb just hanging over the edge.

5. Fan both thermometers, using the piece of cardboard. Continue to fan the thermometers until the
temperature of the wet thermometer stops decreasing.

6. Record the temperature of both thermometers.

7. Record the difference in temperature between the two thermometers.

8. Look at the Relative Humidity Table. The numbers in the left-hand column represent the difference
between the wet and dry reading. Follow your dry bulb temperature reading across the table and fol-
low your difference reading down the column until they intersect. Record this relative humidity reading.

Conclusions:

1. What was the dry bulb reading? What was the difference between the dry bulb and the wet bulb
reading?

2. What was the relative humidity?

3. What does this tell us about the relative humidity in our classroom?

4.  Who might need to know this type of information?

Look up “relative humidity” in your science book.
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SAMPLE 1.3—(continued)

Experiment B: How Can We Determine Relative Humidity? (2)

Materials:

2 identical thermometers an empty 1-quart milk carton

water a small piece of cotton material

rubber bands thread

SCissors

Procedure:

1. Look up “relative humidity” in your science book.

2. Cover the bulb of one of the thermometers with a small piece of cotton material.

3. Secure the material with thread, leaving a small amount of the material hanging off one end.
4. Attach the thermometers to the sides of the milk carton using the rubber bands.

5. Poke a small hole in the milk carton just below the bulb of the covered thermometer.

6. Push the small amount of excess material through the hole so that about a a-inch is inside the milk

carton.

7. Slowly fill the bottom of the carton with water. Be sure that the water level does not go over the hole,
but is high enough to wet the cotton material.

8. Record the temperature on each thermometer.

Conclusions:
1. Which thermometer had the highest temperature?

2. Why do you think this happened?

3. What can this tell us about relative humidity?

4. Of what use is this information?
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SAMPLE 1.3—(continued)

Experiment C: How Can We Determine the Direction of the Wind?

Materials:

a small flowerpot a drinking straw

a red marker or crayon a straight pin

dirt a pencil (with eraser)

a navigational compass thin wire (or paper clips)
tape SCissors

an index card 3" x5")

Procedure:

1.

s W

O 00 N O

10.

11.
12.

13.

Fill the flowerpot with dirt.

Use the scissors to make a 1-inch slit in opposite sides of one end of the drinking straw.

Use the scissors to cut an arrow with a tail out of the index card.

Slide the arrow into the cut end of the straw. Secure with tape.

Mark the other end of the straw with the red marker or crayon two inches below the arrow, and push
the straight pin through the straw so that it is parallel to the arrow.

Push the pin into the eraser of the pencil. Test the straw to see if it can spin about on the pencil.
Cut four pieces of wire, each 3 inches long.

Bend the ends of the pieces to form the letters N, E, S, and W, leaving a tail of wire on each.

Wrap the excess wire around the middle of the pencil so that the letters represent the four cardinal
directions.

Push the point of the pencil into the dirt so that the pencil is firmly supported and pointing straight up.

Be sure the pin and the pencil are both perpendicular to the dirt.

Take your “weather vane” outside and place it in an open area.

Use the compass to orient your weather vane so that the letters N, £, S, and W are appropriately
positioned.

Observe and record what happens when the wind blows.

Conclusions:

1.

2.

3.

What is the function of a weather vane?
How does a weather vane work to determine the direction of the wind?

Who would need to know the direction of the wind? Why?
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SAMPLE 1.3—(continued)

Experiment D: How Does Air Move?

Materials:

talcum powder
a cloth
alamp

Procedure:

1.

Sprinkle a small amount of talcum powder on the cloth.

2. Shake the cloth and observe what happens.

3. Record your observations.

4. Turn on the lamp and give it a few minutes to warm up.

5. When the light bulb is relatively hot, shake the powdered cloth over the lamp and observe what hap-
pens to the powder.

6. Record your observations.

Conclusions:

1. How was the movement of the powder different when shaken over the heated lamp?

2. Why do you think this happened?

3. What does this tell us about air?

4. As aresult of this experiment, what conclusions can you draw about how the wind blows?

5. Of what use is this information?
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SAMPLE 1.3—(continued)

Experiment E: Does Air Have Weight?

Materials:

2 large balloons of equal size 2 yardsticks
string a straight pin
books

Procedure:

1.

Lay one of the yardsticks on a table so that most of it is hanging over the edge. Use the books to
secure it.

2. Cuta 12-inch piece of string. Tie one end to the yardstick hanging off the table and the other end to
the middle of the other yardstick. Adjust the position of the string so that the two yardsticks form a
balance and the hanging yardstick rests parallel to the floor.

3. Blow up the balloons so they are the same size, and knot the open ends securely.

4. Attach the balloons to opposite ends of the balanced yardstick with 10-inch pieces of string. After the
balloons are attached, be sure that the strings are still of equal length.

5. If necessary, readjust the yardstick so that it is perfectly balanced (parallel to the floor).

6. Use the pin to make a small hole in one of the balloons, close to the knot.

7. Observe what happens as the balloon deflates.

8. Record your observations.

Conclusions:

1. What did you observe?

2. Why do you think this happened?

3. What does this tell us about air?

4. Why is this information important?

How is this information useful in the real world?
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SAMPLE 1.3—(continued)

Experiment F: Does Air Take Up Space?

Materials:

a handkerchief
a tall glass

a bowl of water

Procedure:

1. Stuff the handkerchief into the bottom of the glass. Be sure that it does not fall out when the glass is
turned upside down.

2. Slowly immerse the glass upside down in the bowl of water. Be sure that you do not tip the glass as
you place it in the water.

3. Observe what happens

4. Record your observations.

Conclusions:
1. What did you observe? What happened to the water in the bowl? What happened to the
handkerchief?

2. What surprised you about the results of this experiment? Why?

3. What does this tell us about air?

4. Of what practical use is this information?

5. What kind of professionals might need this information? Why?
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SAMPLE 1.3—(continued)

Experiment G: Does Air Have Movement?

Materials:

a plastic drinking bottle a balloon

a bowl of hot water a bowl of cold water
Procedure:

1. Secure the balloon over the neck of the plastic drink bottle.

2. Place the bottle into the bowl of hot water. Be sure to hold it upright.
3. Observe what happens.

4. Record your observations.

5. Repeat the experiment, this time using a bow! of cold water.

6. Record your observations.

Conclusions:
1. What happened in each experiment?

2. Why do you think this happened?

3. What does this tell us about air?

4. Of what practical use is this information?

5. What kind of professionals might need this information? Why?
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SAMPLE 1.4—Experiment Steps to Success

Read through your set of experiment directions and make sure that everyone in your group under-
stands each step.

Read through your experiment sheet’s conclusion questions. Remember: Each member of your group
must fill out his or her own sheet.

Read the list of materials that you will need to complete your task.

Pick one person in your group to be the materials manager. That person will collect the materials from
the material box.

After you gather your materials, read through the instructions again. Do you have everything you
need?

Follow the directions carefully to complete your task.

When you have completed the whole task, work as a group to answer the conclusion questions.
Complete your experiment sheet.

Have the materials manager return the materials to the materials box. If the materials are wet, be sure
to dry them completely before returning them to the box. The rest of the group should tidy up your
work area.

Select one or two people in your group to share what you did, what the results were, and the implica-
tions of the experiment. Help them plan how to do this most effectively.
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SAMPLE 1.5—Air Experiment Conclusions and Applications

Name of experiment:

Group members:

Detailed description of what you did:

Detailed description of what happened:

Explanation of what you learned from this experiment:

Explanation of why it matters:
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SAMPLE 1.6—Thinking About Air Pressure Worksheet

Four statements about air pressure:
1.

Using the maps provided, what predictions can you make about the weather in different places around the
United States? Make multiple predictions for each of the different regions.

In the space below, using your own words, discuss the importance of understanding air pressure. What
examples of cause and effect are related to this understanding?
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SAMPLE 1.7—Differentiated Air Masses and Fronts Experiments

Experiment A: What Happens When a Cold Air Mass Meets a Warm Air Mass?

Materials:

cooking oil water

2 clear plastic cups a clear shallow pan
Procedure:

This is a two-part experiment. In both, the oil represents the warm air mass and the water represents the
cold air mass.

Experiment 1.

1. Fill one clear cup two-thirds full of water.

2. Slowly pour a small amount of oil into one of the cups.
3. Record your observations with words and/or pictures.

Experiment 2.

1. Fill the other clear cup two-thirds full of water.

2. Pour some oil into the pan and tilt the pan slightly so that the oil runs vertically down to the base of the
pan.

3. Pour a small amount of water from the second cup onto the elevated side of the pan.

4. Record your observations with words and/or pictures.

Conclusions:
1. How do both experiments display what happens when air masses of different temperatures collide?

2. Of what practical use is this information?
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SAMPLE 1.7—(continued)

Experiment B: What Happens When Two Air Masses Meet?

Materials:

2 beakers or jars a thermometer

red food coloring cold (refrigerated) water
hot water red pencils or markers
Procedure:

1.

O ®© N o v kW

Fill one beaker two-thirds full of cold (refrigerated) water. Measure and record the temperature of the
water.

Fill the other beaker with hot tap water and add several drops of red food coloring. Measure and
record the temperature of the water.

Gently pour the hot water down the side of the beaker containing the cold water.

Observe what happens when the cold and hot water meet. Sketch the results.

Measure and record the temperature of the water near the top of the beaker.

Put the thermometer deeper into the water and record the temperature near the bottom of the beaker.
Observe the beaker for 10 minutes.

At regular intervals, sketch a diagram of what is happening to the colored water.

After 10 minutes, measure the temperature at the top and bottom of the beaker again.

Conclusions:

1.

2.

3.

Write a short paragraph summarizing the temperature readings and the action of the colored water.

How does this experiment relate to what happens when a cold air mass meets a warm air mass?

Of what use is this information?
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SAMPLE 1.7—(continued)

Experiment C: How Do Fronts Form?

Materials:

a clear plastic shoebox red and blue food coloring
red pencils or markers a freezer bag

a clothespin blue pencils or markers

ice a straight pin

warm water

Procedure:

1.

Fill the shoebox two-thirds full of warm water.

2. Putseveral ice cubes in the freezer bag and use the straight pin to punch three small holes in the bot-
tom of the bag.

3. Place the bag at one end of the shoebox and use the clothespin to clip it to the side.

4. Add three drops of blue food coloring to the water directly in front of the bag.

5. Now add three drops of red food coloring to the water at the opposite end of the container.

6. Be sure to keep the container still so the food coloring can disperse naturally.

7. Atregular intervals, draw a series of pictures illustrating how the colors moved through the water.

Conclusions:

1. Write a paragraph detailing what you observed.

2. What type of air mass is represented by the blue food coloring?

3. What type of air mass is represented by the red food coloring?

4. How does this experiment relate to what happens when cold and warm air masses meet? What do
they form as a result?

5. Why is this information important?
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SAMPLE 1.8—Hydrologic Cycle Note-Taking Sheet

Vocabulary To Know:

evaporation

transpiration

condensation

nuclei

nucleation

coalescence

precipitation

Important Information About the Hydrologic Cycle:
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SAMPLE 1.9—Storm Presentation Rubric

Clearly described the characteristics of the storm.

Provided a detailed explanation of the causes of the storm.

Connected the causes of the storm to the effects experienced.

Highlighted how this storm affected or could affect the environment.

Displayed relevant visuals to enhance explanations and descriptions.

Included extra information to help the audience better understand the storm.

Presented information in a clear and appropriate manner.

Contributed to the success of the group.

Total

20 points

30 points

30 points

20 points

20 points

10 points

20 points

30 points

180 points
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SAMPLE 1.10—Storm Presentations Note-Taking Template

Type of
Storm

Characteristics

Causes

Effects

How It
Relates to Me

Other
Interesting
Information
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SAMPLE 1.11—Unit Review Sheet

Key Vocabulary:

air pressure air currents

wind humidity

barometer thermometer

air mass front (warm and cold)
forecasting meteorologist
precipitation evaporation
condensation coalescence

Important Questions:
¢ How does air pressure affect weather conditions?

¢ Why does wind occur? Can we observe patterns with wind?

¢ What causes a front to form? What type of weather is the result of warm and cold fronts?

¢ \What are the steps of the hydrologic cycle?

¢ What are the different types of clouds and how does each affect weather?

¢ What conditions lead to the different types of storms?

e How do we predict storms?

¢ \What climate trends can we observe?

e How does the ocean affect weather and climate?

¢ What patterns do we see in our own weather and climate? What patterns can we see in global weather
and climate?
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A Social Studies Unit on the European
Exploration and Colonization of America

Unit Developer: Caroline Cunningham Eidson ———

Introduction

This three- to four-week unit follows the study of Native Americans and precedes
the study of the American colonies. It highlights the causes and effects of the explo-
ration and colonization of America by Spain, France, and England during the 16th,
17th, and 18th centuries.

Although many facts are presented during the course of this unit, the unit really
focuses on the concept of movement. In our highly mobile society, moving from
one place to another is a concept that many children can relate to, and they can
apply generalizations about movement to all types of geographical moves. Other
concepts that relate to this unit and to the concept of movement are courage, free-
dom, change, cause and effect, influence, and culture.

The unit opens with a broad examination of the reasons why people move from
one place to another and then examines the exploration and colonization of North
America by the Spanish, the French, and the English, in that order. Map skills are
addressed as students use maps to show the places being explored. And throughout
the unit, students are encouraged to examine the lives of the explorers and colonists.

The texts used in this unit are The First Americans and Making Thirteen Col-
onies (both are in the A History of Us series by Joy Hakim, published by Oxford
University Press) and Why We Remember: United States History Through Reconstruc-
tion by Herman Viola (published by Scott Foresman-Addison Wesley). Other texts
that include similar information may certainly be substituted. (It would be a good
idea to establish a “Colonial America” classroom library, as the students will have
opportunities to pursue their own interests through independent research.) Text
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readings are supplemented with research, thoughtful discussions, and reliance on other
information sources, such as primary source documents and the Internet.

Teacher Reflection on Designing the Unit

Growing up in Texas, I was almost constantly involved in some study of my state’s his-
tory, including the various people who had explored and settled there. I recall visiting the
German-influenced hill country in Central Texas, and the Greek festival in Houston was
one of my family’s favorite events. I also enjoyed school field trips to the old missions
established by the Spanish, and I fell in love with Spanish architecture and Mexican art.

When I began working on this unit, [ knew that I wanted to encourage students to
open their eyes to the many cultures represented in our own “American” culture and to
see the connection between these cultures and their own lives. I decided to focus on the
concept of movement because I felt it would be one that many students could easily
relate to. Because families are often required to move for financial and work-related rea-
sons, many children find themselves uprooted from friends, neighborhoods, and
schools—sometimes on a fairly regular basis. So I settled on the concept of movement as
the driving force behind my unit and developed the big ideas about movement that
related both to the history of the United States and to students’ lives. Ultimately, [ wanted
my students to see geographical moves as both necessary and difficult, positive and nega-
tive. I also wanted them to understand that movement impacts both those who move and
those who stay behind.

I looked to state standards as grounding for the unit and combined them into a broad
look at the exploration and colonization of America. I knew that [ wanted to use inde-
pendent study in the unit as a way to touch on students’ individual interests. I also knew
that I wanted to incorporate a couple of strategies for differentiation (Complex Instruction
and tiered lessons) that I've grown increasingly comfortable with over the past few years.
I recognized that I had to provide for thoughtful discussions throughout the unit so that
students would have many opportunities to relate both their lives and their new knowl-
edge to the big idea of movement and its generalizations. Overall, I hoped this approach
would help students to transform historical facts about exploration and colonization into
a better understanding of the effects human beings can have on one another.

U.S. History Standards Addressed
e The student understands the causes and effects of European colonization in Amer-
ica and is expected to
— Explain when, where, and why groups of people colonized and settled in
America.
— Describe the accomplishments of significant colonial leaders such as Anne
Hutchinson, William Penn, John Smith, and Roger Williams.
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e The student will trace the routes and evaluate early explorations of the Americas in
terms of
— Motivations, obstacles, and accomplishments of sponsors and key expedi-
tion leaders from Spain, France, Portugal, and England.
— The political, economic, and social impact on the Native Americans.
— The economic, ideological, religious, and nationalistic forces that led to
competition among European powers for control of North America.

Unit Concepts and Generalizations
Movement (main concept), Courage, Freedom, Change, Cause and Effect, Influence,
Culture
e People move geographically for a variety of different reasons.
e Movement from one place to another often results in consequences that can be
both positive and negative.
e When people move to a new place, they affect the nature of the new place.
¢ Movement from one place to another can involve hardships.
e Movement from one place to another can require courage on the part of those who
are moving.

Unit Objectives
As a result of this unit, the students will know

e The names and accomplishments of key individuals in the exploration and coloni-
zation of America (including Juan Ponce de Ledn, Hernando de Soto, Francisco
Vasquez de Coronado, Giovanni da Verrazzano, Jacques Cartier, Samuel de Cham-
plain, Sir Francis Drake, Sir Walter Raleigh, Anne Hutchinson, William Penn, John
Smith, and Roger Williams).

e The names and locations of important places related to the exploration and coloni-
zation of America (including Spain, France, England, Cibola, Florida, the Ameri-
can Southwest, the Mississippi River, the Northwest Passage, Canada, Roanoke
Island [“The Lost Colony”], and Jamestown).

e Important events related to the exploration and colonization of America (de Soto
lands in Florida, Verrazzano sails up the North American coast, English colonists
land on Roanoke Island, the founding of Jamestown, the defeat of the Spanish
Armada).

As a result of this unit, the students will understand that
¢ The explorers and colonists came to America for a variety of different reasons.
e The exploration of America was fueled largely by economic interests.
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The exploration and colonization of America affected the culture and life of Native
Americans.

Many explorers and colonists demonstrated great courage by coming to America.
The explorers and colonists faced many hardships in America.

The explorers and colonists came from different parts of Europe and settled in dif-
ferent parts of America.

Certain individuals had a great influence on the development of the American
colonies.

As a result of this unit, the students will be able to

Explain and distinguish between the reasons why various individuals chose to
come to America.

Compare, contrast, and evaluate the impact that Spanish, French, and English
explorers and colonists had on Native Americans.

Compare their own lives to those of the European explorers and colonists.
Identify important individuals in the exploration and colonization of America and
describe their accomplishments.

Describe the hardships that the explorers and colonists faced in America.

Locate Spain, France, England, “The New World,” and other places important and
relevant to the exploration and colonization of America on maps and globes.
Create maps using geographic information provided.

Read for information.

Draw conclusions after synthesizing information read or discussed.

Plan and carry out independent research.

Work cooperatively with partners and in groups to achieve common goals.

Instructional Strategies Used

e Complex Instruction ¢ Gardner’s multiple intelligences
¢ Independent research ® Learning centers

® [earning stations ® Pre-assessment

¢ Reading buddies ¢ Think-Pair-Share

e Tiered assessment e Tiered assignments
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Sample Supporting Materials Provided

Sample # Title Page

2.1 Independent Project Learning Contract 87

2.2 Independent Project Self-Evaluation 88
Form

2.3 Complex Instruction Work Log 89

2.4 Product Evaluation Rubrics 90

2.5 Graphic Organizer: Spanish and French 93
Relationships with the Native Americans

2.6 Graphic Organizer: Important Individuals 94

of the Time Period
2.7 Unit Review Note-Taking Template 95

Unit Overview
LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Discussion introducing the unit and
LESSON 1 : &

the unit concept of movement

1520 minutes

Examination and discussion of
maps
10 minutes

. Pre-assessment
Introduction 1S minutes

Self-selected assignment based on
multiple intelligences

30 minutes
Sharing of products
20 minutes
2class periods | R SRR RN R R RE o
Introduction and preliminary Students select a research topic based
work on independent project on interest
assignment

10 minutes
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LESSON WHOLE-CLASS COMPONENTS
LESSON 2 Revigw of background information
(optional)
15-30 minutes
The Spanish

Arrive and
Decide to Stay

Discussion of Spanish colonization
1020 minutes

2-3 class periods

Reading homework
15 minutes

Discussion of reading homework

LESSON 3 10 minutes
Oral reading selection
15 minutes
The French
Have Their
Turn

Discussion of unit concepts and gen-
eralizations

2 class periods 10-15 minautes

DIFFERENTIATED COMPONENTS

Text assignment on Spanish coloniza-
tion with reading buddies at a similar
reading level

15 minutes

Independent learning center research/
independent project work (anchor
activities)

Complex Instruction activity based on
learning profile and readiness
50-80 minutes

Assessment based on readiness
10-15 minutes

Self-selected individual assignment
based on multiple intelligences
50 minutes

Partner-work based on readiness
10-15 minutes
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68
LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS
Think-Pair-Share on the reasons for
LESSON 4 English colonization
20 minutes
The English ..............................................................................
Jump on the Reading and discussion of primary
Boat source document
30 minutes

4 class periods Learning station assignments based

on reading proficiency
3 class periods

Text assignment on Jamestown with
LESSON 5 self-selected reading buddies
20 minutes

Discussion of text

15 minutes
Jamestown Small-group activity based on reading
1607 proficiency
50 minutes

Discussion of related unit

2 class periods generalizations
15 minutes
Review of unit generalizations
LESSON 6 10 minutes
Independent research on a key indi-
vidual based on readiness (reading
Important level and complex thinking skills)
Individualsof | . .. 0 3-4cassperiods
the 'I:lme Sharing of products
Period 20-30 minutes

Journal entry

10 minutes
4-5 class periods
Review for unit assessment
LESSON 7 1 class period
Putting It All Formal written (tiered) assessment
Together focusing on unit concepts and gener-
alizations

2 class periods 1 class period
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LESSON WHOLE-CLASS COMPONENTS
Presentation of independent projects
2-3 class periods

LESSON 8

Sharing What
We Learned

2-3 class periods

Unit Description and Teacher Commentary

LESSON 1 Introduction

LESSON SEQUENCE AND DESCRIPTION

Discussion introducing the unit and the unit concept of
movement. Begin with a group discussion about moving from
one place to another using the following types of questions:

e Who has moved before? Why did you move? What are
other reasons why people might need or want to move?

e What were some good things about your move? What
were some not-so-good things about it? Was it easy or
hard? Why?

¢ If you were planning to move, what would you look for
in a new place?

Introduce the study of the colonization of North America into
the discussion of movement. Why might whole groups of
people and families want to move at the same time and to the
same place? Allow the students to discuss what they already
know about the European exploration and colonization of
North America and encourage them to ask questions.

DIFFERENTIATED COMPONENTS

(2 class periods)

TEACHER COMMENTARY

Here, I set the stage for upcoming dis-
cussions and activities regarding the
Europeans’ move to North America
by encouraging students to talk about
the concept of movement and what
motivates people to move. I wanted
students to see the relationship
between this concept and their own
lives, and I knew that we would be
addressing these ideas repeatedly in
upcoming lessons.

As the discussion continued, I lis-
tened for what students already knew
about European exploration and colo-
nization of North America. I did not
want to teach what my students
already knew. Nor did I want to over-
look gaps in knowledge. I asked
myself, “Do the students already
know some facets of European coloni-
zation? As a group, do they seem to
lack some important information?”
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LESSON SEQUENCE AND DESCRIPTION

Examination and discussion of maps. Distribute maps of the
world and ask students to locate Europe and North America
on maps and on a globe. Ask: What route do you think the
explorers took? How might they have traveled? What do you
think the trip might have been like?

Pre-assessment. Students will respond in writing to the fol-
lowing question: “Why do you think the colonists wanted to
come to America?” They may also illustrate their ideas.

*Self—selected assignment based on multiple intelligences.

Students will choose and complete one of the following
activities:

Option 1: Spatial Intelligence

Think about the moves you have made in your own life. Cre-
ate a map of your moves, using a key to show your favorite
place among them. Which of the moves was the most difficult
to complete? Why? Develop an original way to share this
information with your classmates.

Option 2: Verbal/Linguistic Intelligence and Interpersonal
Intelligence

Create an interview protocol about moving, and carry out an
interview with a classmate. What are some important ques-
tions you should ask about moving? Be ready to explain why
you chose to ask the questions that you did.

Option 3: Logical/Mathematical Intelligence

Create and conduct a moving survey. You might want to focus
on how many times people have moved or the reasons why
people have moved. What else can you focus on? Survey your
classmates and create a graph to illustrate the results.

TEACHER COMMENTARY

I hoped that most students would
already have an idea of where Europe
is in relation to the United States. This
activity served as a quick reminder
and as a jumping-off point for dis-
cussing the long and difficult journey
to the New World.

Coupled with the information from
the previous discussions, this more
formal pre-assessment gave me an
idea of students’ varying degrees of
understanding regarding the explora-
tion and colonization of North Amer-
ica. I waited to give the pre-assess-
ment until after we’d gotten into
some discussion in order to give stu-
dents a chance to remember things
they might have forgotten. I hoped
the opening discussions would jog
their memories so they could tell me
more of their prior knowledge on the
pre-assessment.

At this point, I wanted to give the stu-
dents an opportunity to work with the
unit concept, movement, in ways that
would be comfortable and conducive
to success. Thus, I allowed the stu-
dents to choose an activity from a list
of options based on Gardner’s theory
of multiple intelligences.
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LESSON SEQUENCE AND DESCRIPTION

Option 4: Visual/Spatial Intelligence and Verbal/Linguistic
Intelligence

Create a list of “moving hints.” What should people know
before they embark on a move? What are some helpful hints
you might give them? Present your final product in the form
of a pamphlet you can share with others.

Sharing of products. Allow students to share their “moving
products.” Prompt students to speculate on the “big state-
ments” (generalizations) we can make about moving. Lead
them to the unit generalizations about movement and post
these statements in the classroom.

Introduction and preliminary work on independent
project assignment. Explain to students that they will be
working on an independent project throughout the course of
the unit. They will have time to work on their projects in
class. Make sure students understand that you will be avail-
able to answer questions, provide guidance, and discuss pro-
ject findings on an ongoing basis. At the end of the unit, each
student will present a final product that will demonstrate
what he or she has learned.

TEACHER COMMENTARY

The goal of this last portion of the les-
son was threefold: 1) To give students
an audience for their products; 2) to
encourage students to synthesize the
information they processed while
completing their products; and 3) to
help students develop the big ideas
about movement emphasized
throughout the unit.

Posting these big ideas (or generaliza-
tions) for all to see helped to ensure
that I revisited them in subsequent
lessons.

As with any open-ended project, orga-
nization is crucial to ensure the stu-
dents’ success. When I decided to
incorporate independent projects into
this unit, I was aware [ might need to
vary the amount of support that I
would provide to particular students,
as some would need more structure
and support and others would need
less. Because the process of creating
the final product is as important (if
not more important) than the actual
product itself, I encouraged the stu-
dents to do much of their research
and product work in class and pro-
vided specific times for them to do so.
This allowed me to observe the prog-
ress that students were making.

Explain to students that their first task is to select a topic to *Although students can often satisfy

research—it can be anything that they find interesting within
the time period under investigation.

their interests through learning and
interest centers, the independent pro-
ject component, in which students
explore a topic of their choice, is an
important aspect of discovery and
learning to learn.
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LESSON SEQUENCE AND DESCRIPTION

Have students begin brainstorming possible topics for their
research. Stress that over the next few days, you will help
them narrow down their topic selection and talk over their
project plans.

When students have solidified their choice of topics (either
after this lesson, or in the days to come) instruct each to com-
plete the Independent Project Learning Contract (see Sam-
ple 2.1, page 87).

Continue to set aside time for students to work on these ongo-
ing independent projects throughout the unit and provide
individual support and guidance as needed.

LESSON 2

LESSON SEQUENCE AND DESCRIPTION

Review of background information. Provide the class with
necessary background information on Spain’s role in the New
World, including that by the early 16th century, the Spanish
had already established a foothold in Mexico and Peru. In
their ongoing search for gold, they decided to look to the
north. Spanish conquistadors Juan Ponce de Ledn, Cabeza de
Vaca, Hernando de Soto, and Francisco Vasquez de Coronado
set out to explore the “borderlands” north of Mexico, an area
we now know as the southern United States. As a result,
Spain went on to claim more land in America than all the
other European countries combined.

The Spanish Arrive and Decide to Stay

TEACHER COMMENTARY

As students first brainstormed and
then honed their ideas, I met with
them individually and helped some to
rethink unreasonable or inappropriate
project ideas.

The student and the teacher should
have a copy of the agreed-upon learn-
ing contract so that both parties
understand project expectations.
Because it is a good idea to give stu-
dents a chance to evaluate their own
work, I included a self-assessment
component in the independent pro-
ject. (See the Independent Project
Self-Evaluation Form, Sample 2.2,
page 88.) This piece further clarified
what the students should do and how
their final products should look.

This project also served as an anchor
activity that students could turn to
when finished with individual or
group work.

(2-3 class periods)

TEACHER COMMENTARY

Depending on what students have
already studied, it may be necessary
to spend more time reviewing the
conquistadors and their accomplish-
ments and failures. However, not
doing so provides opportunity for stu-
dents to carry out independent
research in this area if they are inter-
ested in doing so. I created a learning
center/reading area (the “Spanish
Conquistador Center”) with related
articles and other resources, and stu-
dents used these resources to examine
the lives and adventures of the con-
quistadors in greater detail.
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LESSON SEQUENCE AND DESCRIPTION

*Text assignment on Spanish colonization with reading bud-
dies at a similar reading level. Students will read “Settling
the Borderlands,” (pp. 104-106) and “The First Americans”
(pp. 100-101) in the assigned text, or a comparable text pas-
sage addressing Spanish colonization and its effects on Native
Americans. After they finish the reading, the reading buddies
will discuss the questions at the end of the selection.

Independent learning center research/independent project
work. When students finish their work, they should visit the
Spanish Conquistador Center to get more information or work
on their independent projects.

Discussion of Spanish colonization. Students reassemble as
a large group to discuss the following: Where did the Spanish
set up colonies? Why did they choose these places? What
impact did this colonization have on the Native Americans
who were already living there?

*Complex Instruction activity based on learning profile and
readiness. This activity allows students to examine the impact
of the Spanish colonization in a variety of different ways. Stu-
dents will work in small groups of four to six to complete
tasks presented on task cards. They should understand that
although everyone in the group is expected to help with the
completion of all tasks, specific students will be responsible
for leading work on specific tasks. They should also under-
stand that all group members must be able to discuss each
task at the completion of the activity.

TEACHER COMMENTARY

Here, I had students read and work
with a classmate on the same reading
level (“reading buddies”), and I
worked with a small group of strug-
gling readers to ensure that they
understood the reading selection.

Throughout the unit, the Spanish
Conquistador Center and students’
independent projects (see Lesson 6)
served as anchor activities—activities
they could turn to when they finished
other work. This allowed other
students to finish their work and
ensured that the students were con-
tinually engaged in meaningful,
relevant activities.

During this discussion, I referenced
the generalizations about movement.
[ wanted students to understand that
people move for a variety of reasons
and that moving has both positive
and negative consequences. Spe-
cifically, I wanted students to be able
to respond to the question “What
were the consequences of Spanish
colonization for Native Americans?”
and to be able to demonstrate empa-
thy with both the Spaniards and the
Native Americans.

At this point, students had already
worked both alone and in pairs. Here,
[ wanted them to work in small
groups. I chose to use the strategy
Complex Instruction because it allows
for a variety of academic strengths to
be addressed while ensuring that all
group members are contributing to
the final products.
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LESSON SEQUENCE AND DESCRIPTION

Task Card #1

Examine maps of the United States and identify names of cit-
ies that are derived from the Spanish language. How many
can you find and what states are they in? Are you surprised?
Why or why not?

Task Card #2

Through brainstorming and research, identify examples of
Spanish heritage in our culture. Create a collage that high-
lights Spanish influences. It may be helpful to think about the
features that make up a culture.

Task Card #3

Research an American city that reflects a great deal of Spanish
culture and create a travel brochure for that city that could be
used by a person seeking to learn more about Spanish culture.

Task Card #4

The Spanish had an immediate impact on the Native Ameri-
cans of the Southwest. Think about this impact and write
obituaries for a conquistador from both a Spanish and a
Native American point of view.

Task Card #5

Create a monologue that illustrates changes in the
Native American way of life during the time of Spanish
colonization.

Task Card #6

Create a comprehensive chart that shows both the positive
and negative consequences of Spanish colonization. Your
work should reflect what you have come to understand
about Spanish colonization.

Once groups have had a few minutes to familiarize them-
selves with their tasks, meet with each group to discuss the
group’s plans and expectations for success.

TEACHER COMMENTARY

[ designed these particular tasks with
a variety of abilities in mind:

e Spatial ability

¢ Fluency of thought

Creative thinking and
production

Reading and researching skill
Logical thinking
Interpersonal skill

Writing ability

My role here was to make sure that
each student in each group had a
leadership role with regard to at least
one of the tasks (for example, who
was the primary person for Task
Card #2?)
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LESSON SEQUENCE AND DESCRIPTION

Groups should maintain work logs that show what they
intend to accomplish, what they actually do accomplish dur-
ing work times, and who is responsible for working on which
portions of the tasks. See the Complex Instruction Work Log
(Sample 2.3, page 89) for a template.

When all groups have completed their tasks, the whole class
should gather to listen to the deliveries of the monologues
(Task Card #5). The other products should be displayed
around the room, and time should be provided for the stu-
dents to examine and discuss one another’s work.

*Assessment based on readiness. Students will write in
response to one of the following differentiated journal
prompts:

Prompt A

Imagine that you are a newspaper editor in Spain at the time
of the Spanish colonization of America. Write a brief editorial
about the colonization. What are your opinions of it? Why?

Prompt B

Imagine that you are a member of a committee responsible for
determining the extent to which Native American tribes
should be compensated for their treatment during Spanish
colonization. Prepare a short statement about the nature of
the colonization and its effect on the Native Americans that
encompasses both sides of the story. What will your recom-
mendation to the committee be?

TEACHER COMMENTARY

With regard to the work logs, I asked
the groups to indicate on their logs
who was working on each task and
how the group would know when the
task had been successfully completed.
At the end of each work session,
group members met to discuss what
they had completed and what still
needed to be done.

This part of the lesson gave the
groups an opportunity to share their
products with one another and to
learn from one another.

Here, [ wanted to give students a
chance to show me what they had
come to understand about Spanish
exploration and influence. However, I
knew that the students operated on
different levels of complexity and that
I could not give them all the same
assessment. Both these journal entries
require students to synthesize infor-
mation from this lesson, and I found
that responses to both prompts gave
me insight into which students under-
stood the causes and consequences of
Spanish colonization and which did
not. However, notice that Prompt A
calls for a less complex response than
Prompt B, in that it does not ask the
student to consider both sides of the
story of Spanish colonization. I
assigned each student either Prompt
A or Prompt B, based on the student’s
previous study of Spanish coloniza-
tion and on my observations of his or
her ability to synthesize information.
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LESSON SEQUENCE AND DESCRIPTION

Reading homework. Have the students read pp. 124-129 in
The First Americans (“From Spain to England to France” and
“France in America: Pirates and Adventurers”) or a similar
selection that introduces the French and English colonization
of what would become the United States.

LESSON 3

LESSON SEQUENCE AND DESCRIPTION

Discussion of reading homework. Begin this lesson with a
discussion to make sure students understand what they read
for homework. Questions might include

Why did the English call Queen Mary “Bloody Mary”?
Who became queen of England after Mary?

What was Verrazzano looking for and why?

Why did the French decide to go to Florida?

Who were the Huguenots?

Oral reading selection. Discuss why the French initially came
to the Americas (to find gold and the Northwest Passage). As

a group, read about and discuss New France (use pp. 108-110
in the Viola text or a similar selection).

*Self—selected individual assignment based on multiple

intelligences. Following the reading and discussion, the stu-
dents will choose to complete one of three activities. These
activities address the hardships that the French explorers
faced and are based on Gardner’s theory of multiple
intelligences.

The French Have Their Turn

TEACHER COMMENTARY

This reading assignment gave stu-
dents an idea of what was going on
back in Europe at this time and
explained England’s interest in Amer-
ica. It served as a good lead-in to our
next activities. I chose to assign it for
homework, but it could also serve as
quiet and independent class work.

(2 class periods)

TEACHER COMMENTARY

Throughout this unit, it was impor-
tant to keep track of which students
were recalling and understanding the
material. [ used this discussion as a
means of informal assessment and
kept a clipboard nearby with a list of
the students’ names so that I could
take quick notes regarding their grasp
of the material. The questions I asked
served primarily as a review of their
homework and as an introduction to
this lesson.

Here, I wanted to ensure that students
understood the motivations behind
the French exploration of North
America.

My goal for this differentiated activity
was to help students develop an
understanding of what exploration
might have been like for the French
explorers. I allowed students to
choose which task to complete so that
they could “put their best foot for-
ward.” As with an earlier activity (see
Lesson 1), I based the students’
options on multiple intelligences so
that students could opt to work in
ways most effective for them.
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LESSON SEQUENCE AND DESCRIPTION

Option 1: Spatial Intelligence and Mathematical/Logical
Intelligence

Using the resources available in the classroom and the blank
maps provided, map the routes taken by the following French
explorers: Giovanni da Verrazzano, Jacques Cartier, Samuel de
Champlain, and Robert La Salle. Based on topography, dis-
tance, and obstacles along the way, who do you think took
the best route? Why? Find and map a better route for each
explorer on another blank map. Be sure your product shows
evidence that you understand the hardships that the French
explorers faced in America.

Option 2: Verbal/Linguistic Intelligence

Read The First Americans, page 136 (or a similar selection).
Imagine that you are Louis Joliet making your way along the
Mississippi River. Create a travel log of your adventures.
Include at least four entries, and be sure to discuss why you
decided to turn back. What did you think about the journey?
What was going through your mind when you realized that
your trip was a failure? What might you have done differ-
ently? Be sure your product shows evidence that you under-
stand the hardships that Joliet faced in America.

Option 3: Spatial Intelligence

Choose one of the French explorers (Giovanni da Verrazzano,
Jacques Cartier, Samuel de Champlain, Robert La Salle, or
Louis Joliet) and create a scrapbook of his travels. Be sure
your scrapbook demonstrates both high and low points along
the journey from your explorer’s point of view and shows evi-
dence that you understand the hardships that the French
explorers faced in America.

When students have completed their products, allow them to
share with their classmates one thing that they learned about
the French exploration. To avoid repetition of ideas, have stu-
dents write two to three ideas down on index cards before any
ideas are shared with the class. They should only share an
idea that others have not already shared.

TEACHER COMMENTARY

Before students began their work, I
distributed the Product Evaluation
Rubrics (see Sample 2.4, page 90),
which shared the criteria I would be
using to evaluate each activity’s prod-
uct. At that time, I also stressed that
all products should show evidence of
an understanding of the hardships
that the French explorers faced in
America. Specific evaluation criteria
for Option 1’s product included con-
sideration of multiple criteria,
evaluative thinking, insightfulness,
accuracy of mapping, and neatness.

Evaluation criteria for this product
included insightfulness, imagination,
factual understanding, range and
depth of entries, and clarity.

This activity is much like Option 2 in
its focus; however, students who
chose Option 3 selected which French
explorer to focus on and illustrated
his frame of mind through images
rather than words. Evaluation criteria
for this product included insight-
fulness, imagination, factual under-
standing, appropriate and meaningful
use of images, and neatness.
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LESSON SEQUENCE AND DESCRIPTION

*Partner—work based on readiness. Using the resources pro-

vided in the classroom, students will work with partners to
compare and contrast the Spanish and French relationships
with the Native Americans. Whose treatment showed greater
fairness to Native Americans? Why? Students should devise a
way to show their ideas in a visual manner (such as a Venn
diagram or a compare-and-contrast chart). Display students’
work in the classroom.

Discussion of unit concepts and generalizations. As closure
for this portion of the unit, lead a whole-class discussion
about the Spanish and French colonization as they relate to
the unit’s generalizations. For example, what can we say
about the reasons the French and Spanish came to the New
World? How did their reasons differ? What positive and nega-
tive consequences did their explorations and colonization
have for those involved? Make sure that students can relate
the generalizations concerning movement to the Spanish and
the French.

LESSON 4

LESSON SEQUENCE AND DESCRIPTION

Think-Pair-Share on the reasons for English colonization.
Begin this lesson with a Think-Pair-Share that generates
hypotheses on the motives behind English movement to the
Americas.

The English Jump on the Boat

TEACHER COMMENTARY

[ wanted students to work in pairs
during this portion of the lesson
because two heads are often better
than one. I partnered students who
had similar degrees of content knowl-
edge and abstract thinking ability
because I wanted to be sure they col-
laborated on the task. In addition,
students had just completed individ-
ual products, and many wanted the
chance to work with someone else.

This activity required students to recall
information about the Spanish treat-
ment of the Native Americans and
apply their understanding of that infor-
mation as they compared it to the
French treatment of the Native Ameri-
cans. I gave pairs who needed extra
support a blank Graphic Organizer
(see Sample 2.5, page 93) instead of
requiring them to come up with their
own ways to show their ideas.

As during earlier discussions, I
repeated the big statements about
movement that [ wanted the students
to understand, and I took notes on
their grasp of these generalizations as
they relate to Spanish and French
exploration and colonization. The
questions I asked here were designed
to bring closure to the activities the
students had just completed and
encourage them to relate new knowl-
edge and understanding to what they
had learned in the unit’s previous
lessons.

(4 class periods)

TEACHER COMMENTARY

This discussion sparked connections
between what students already knew
and what they did not yet know. I like
to use Think-Pair-Share to begin
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LESSON SEQUENCE AND DESCRIPTION

Ask students to respond to this question: Based on what we
already know about the Spanish and the French, why do you
think the English decided to come to America?

Students first think quietly about their answer, then share
their thoughts with a partner. Finally, some students share
their response or their partner’s response with the whole
class.

Reading and discussion of primary source document.
Distribute copies of Hakluyt’s “Reasons for Raising a

Fund to Settle America” (one of many relevant primary
source documents available online through sources such as
historyteacher.net). Explain that this is a primary source docu-
ment—a document created during the time period students
are studying.

As a large group, read and decipher (decode) the document
with the following questions in mind: Why did Richard
Hakluyt believe that England should colonize America? What
reasons does he state? Do you think that most English people
agreed with his position? Why or why not? Would you have
been convinced by his arguments? Why or why not?

* Learning station assignments based on reading proficiency.
Once students have completed the primary source activity,
introduce them to the learning stations set up in the class-
room. Each station addresses (and provides different readings
on) one of the four following topics:

The Lost Colony

Queen Elizabeth I

Sir Francis Drake and the Sea Dogs
The Spanish Armada

TEACHER COMMENTARY

discussions like this one because it
encourages greater thought among
the students (again, two heads are
better than one!) and because it gives
reluctant speakers a chance to share
in a “safer” way (not in front of the
entire class if they’re not comfortable
doing so0). Think-Pair-Share allows
students to choose a partner with
whom they are comfortable, or if they
wish, just to work with someone
nearby.

This particular activity served several
key purposes:

e [t introduced students to the rea-
sons that England decided to try
its luck in America.

¢ [t exposed students to a primary
source document and gave them
an opportunity to learn from a
primary source.

¢ [t exposed students to the Eng-
lish language of the period being
studied and gave them practice
reading it. Many students
needed to use this “deciphering”
skill later in the unit.

[ like to use learning stations to make
efficient use of time and to encourage
students to be more responsible for
their own learning (a must in a
differentiated classroom). These
stations were very simple in design
and organization and were intended
to give students a broad range of
background information concerning
England’s early colonization of
America in a relatively quick and
flexible manner.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Students are to visit each of the stations, where they will Readings in the stations covered a
select one reading (thus, they will read a total of four selec- range of reading levels from text and

tions—one on each topic). Afterward, they will synthesize the other sources so that weak readers
information in the four readings to create one of the following would not be overwhelmed and
products: advanced readers would not be bored.
Although it took a while to collect the
reading materials, I knew that I would
reuse them whenever I taught this
particular unit. Among the resources I
used were

* A newspaper article or journal entry from the time
period

® A comic strip

e A time line

® A graphic organizer

e Sir Francis Drake and the Strug-
gle for an Ocean Empire by
Alice Smith Duncan (advanced
readers)

e Sir Francis Drake: His Daring
Deeds by Roy Gerrard (struggling
readers)

e Elizabeth I by Alan Kendall
(advanced readers)

e Queen Elizabeth I by Robert
Green (grade-level readers)

® Good Queen Bess: The Story of
Elizabeth I of England by Diane
Stanley and Peter Vennema
(grade-level text, but in a picture
book format).

Products should incorporate information from each of the four
stations and should be displayed around the classroom. Allow
time at the end of this activity for students to look at and dis-
cuss each other’s work.

It was necessary in some cases to
steer students to reading selections
that were most appropriate for them.
In addition, I found that these read-
ings served to encourage deep interest
in some of the topics and inspired
some students to purse these topics
independently.

Concerning the products, [ required
that they demonstrate the student’s
grasp of both the information pre-
sented in each of the four stations
and each topic’s overall relationship
to English colonization. For example:
How was The Lost Colony representa-
tive of English colonization? What
was Drake’s role in the colonization?
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LESSON 5 Jamestown 1607

LESSON SEQUENCE AND DESCRIPTION

*Text assignment on Jamestown with self-selected reading
buddies. As an introduction to this lesson, students will read
pp. 25-28 in Making Thirteen Colonies (“English Settlers
Come to Stay”) with reading buddies. This reading concerns
the arrival of three English ships at the Chesapeake Bay and
describes the founding of Jamestown, the first successful Eng-
lish settlement in America. You may substitute a similar selec-
tion from another text.

Discussion of text. Following the reading, pose the following
kinds of questions to the whole class: What were the English
really looking for and why? Where did they ultimately choose
to settle? Was Jamestown a good choice? Why or why not?
What were the settlers like? Who ultimately became their first
effective leader?

*Small—group activity based on reading proficiency. When
the discussion is complete, assign students to groups of four,
where they will examine instructions given to the Jamestown
colonists by the Virginia Company of London.

Give groups of less advanced readers a paraphrased copy of
the instructions. Give groups of more advanced readers the
primary source copy.

Groups at both levels complete the following tasks:

1. Restate in a list the instructions given to the colonists.

2. Tllustrate the type of place the colonists were instructed to
settle.

3. Write job descriptions for the tasks to be assigned to the
colonists.

4. Write an argument for why these particular instructions
were the ones given to the colonists.

5. Fill in the gaps: What instructions were not provided that
might have been helpful to the Jamestown colonists? Write
them for the colonists.

(2 class periods)

TEACHER COMMENTARY

This introductory reading gave stu-
dents information on the Jamestown
settlement and the difficulties settlers
encountered there.

As with earlier large-group discus-
sions, it was important to assess stu-
dents’ understanding during this
discussion, and I did so by listening
to and taking notes on their individ-
ual responses. The questions I asked
were designed to ensure that students
understood what they had read. The
questions also served as a lead-in to
the next activity.

As I looked back at the previous activ-
ities, I realized that students had been
working on the same tasks and in the
same ways for a while. Thus, it was
time for a differentiated set of tasks,
and here I decided to differentiate the
materials that the students would be
using. My objective in this portion of
the lesson was to give all of the stu-
dents the opportunity to work with
interpreting and analyzing the same
information. So I provided the infor-
mation (the instructions to the James-
town colonists) in a differentiated
manner and grouped students based
on reading proficiency.
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82
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

I didn’t differentiate the way in which
the students would work with the
reading material. Rather, I gave stu-
dents a product assignment that
required them to comprehend, apply,
and evaluate the instructions given to
the Jamestown colonists. I asked
more advanced students to apply the
deciphering skills they practiced dur-
ing Lesson 4.
When evaluating the groups’ prod-
ucts, I sought evidence that students
understood both the instructions and
their impact on the colonists. How did
the instructions relate to the success
of Jamestown as a new settlement?

Discussion of related unit generalizations. Following the As with previous discussions, the idea

completion of the differentiated activity, assemble the class as here was to provide closure for the

a large group and discuss the generalizations concerning activity and to ensure that students

movement as they pertain to the English colonists. For understood the unit generalizations

instance, why did they move as a group and as individuals? and could apply them to information

What were the hardships that they faced? In what ways did they were exploring and learning.

they demonstrate courage?

LESSON 6 Important Individuals of the Time Period (4-5 class periods)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Review of unit generalizations. Begin this lesson by review- Again, it was important to ensure that

ing once more the generalizations about movement. Explain students understood the big ideas pre-

to students that they are going to apply some of these general- sented in this unit.

izations to individuals who lived during the time of the Euro-

pean exploration and colonization of North America . . . and

that they will be doing so independently.

*Independent research on a key individual based on readi- This assignment gave students the
ness (reading level and complex thinking skills). Students chance to relate the unit’s big ideas to
will choose a research subject from the following list (add to the lives of individuals who influ-
the list as appropriate): enced events during this time period.

¢ William Bradford ® George Calvert
e Mary Dyer e Thomas Hooker
¢ Anne Hutchinson e William Penn

¢ John Smith ® Roger Williams

¢ Edward Winslow ¢ John Winthrop
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LESSON SEQUENCE AND DESCRIPTION

TEACHER COMMENTARY

Students will research one of the listed individuals and com- *I provided grade level, below grade

plete three common tasks and one differentiated task. To give
students further direction and extra motivation, tell them that
they will be putting their research to use with partners or in
groups later in this lesson.

Research sources should include a variety of books and refer-
ence materials provided in the classroom, including the
Internet and appropriate computer software. Presenting lim-
ited background information about each of the people on the
list will help students choose whom they want to research
further.

Common Tasks

1. Create a time line, enhanced with either words or illustra-
tions, of the individual’s life.

2. Create a graphic organizer that provides the following
information about the individual: reasons for coming to
America, hardships faced, significant acts of courage, and
contributions to the colonization of America.

3. Create a “wanted” poster that might have been distributed
by the individual’s opposition.

Differentiated Tasks
Each student will complete one of the following tasks
(as assigned):

Task A

With a partner and using your research, develop a list of char-
acteristics about the individuals who influenced the coloniza-
tion of America. How would you describe these people? Next,
think about some famous people today. What hardships have
they had to overcome, and what acts of courage have they
demonstrated? Create a list of people from current times who
you think resemble those you have studied from the past. Be
ready to defend your choices.

level, and above grade level reading
material about the individuals to be
researched in order to accommodate a
range of reading abilities (again, this
was a lot of work at the beginning but
the payoff was that the students were
able to work independently and at
their own levels). I put the reading
selections in colored folders according
to reading level and assigned each
student the appropriate color in
which to find materials on their
research subject. In this way, [ made
sure advanced readers were not delib-
erately choosing material that was too
easy for them.

I decided that I wanted students to
look for and use much of the same
types of information about their his-
torical figures. Thus, I required all stu-
dents to complete these three tasks. I
found that some students needed a
blank Graphic Organizer (see Sample
2.6, page 94) provided for them so
they could successfully complete the
second task. I chose a graphic orga-
nizer in chart form, although a web
would have been equally appropriate.

*I assigned students to one of these

tasks based on their readiness to ana-
lyze and evaluate information and to
think critically. Although both tasks
were high-level and engaging and
both required students to create justi-
fications for their choices and use the
available information to defend their
choices before their classmates, the
second task asked students to think
more deeply about the concept of
courage. In addition, it required the
students to work together to solve a
problem. I have found that some of
my more advanced students often
need opportunities to practice work-
ing with others at their ability level.
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LESSON SEQUENCE AND DESCRIPTION

Task B
Working in groups of three or four and using your research,

assume you are a member of a committee assigned the task of

awarding a medal for courage to only one of the people the
members of your group have researched. What factors should
you consider in awarding this honor? What questions must be
considered? List them, and then use them to select the award
recipient. Be ready to defend your choice.

Sharing of products. The small groups will share their prod-
ucts with the rest of the class. After the presentations, ask the
class questions such as these: Based on our research, what
can we say about the individuals who impacted the coloniza-
tion of America? How do the choices they made and the lives
they lived reflect our generalizations about movement?

Journal entry. Provide closure for the lesson by asking stu-
dents to respond in their journals to this prompt:

How are you similar to and different from the individual you
researched today? In what way(s) would you like to be more
like that person? What specific things can you do to become
more like that person?

LESSON 7

LESSON SEQUENCE AND DESCRIPTION

Review for unit assessment. Hold a class review session dur-
ing which the students will review and take notes on the
information that they have studied during the unit. Ask stu-
dents to look back through their work and reexamine the
products displayed around the classroom. They should focus
on the following questions:

e Why did the Spanish, French, and English want to
explore and colonize America? What were their goals?

e What obstacles and hardships did they face, and what
influences did they have on the people who were already
here?

e How can we characterize the explorers and colonists,
and who were some significant figures during this time
period?

During the review session, students should take notes to help
themselves prepare for the unit assessment to follow.

Putting It All Together

TEACHER COMMENTARY

As with earlier lessons, I recognized
the fact that my students stand to
learn as much from one another as
from me, and I wanted them to hear
the different ideas their classmates
had developed.

The objective of this journal assign-
ment was to encourage students to
relate what they had learned to their
own lives and to see themselves as
courageous or capable of courageous
acts. This was an affective goal on my
part.

(2 class periods)

TEACHER COMMENTARY

Because the students were required to
know the information I reviewed dur-
ing this lesson, I found it necessary to
provide guidance for those I knew
would have difficulty taking notes.
The Unit Review Note-Taking Tem-
plate (see Sample 2.7, page 95) pro-
vided major headings such as
“Reasons for Exploration” and
“Courageous People” that students
could use to help them focus on rele-
vant information. This scaffolding
helped to ensure that they would be
successful both with this activity and
with the final unit assessment.
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LESSON SEQUENCE AND DESCRIPTION

Formal written (tiered) assessment focusing on unit con-
cepts and generalizations. This assessment is provided on
two different levels to accommodate learning differences
among students.

Level 1 Assessment

Given each of the unit generalizations concerning movement,
provide at least three examples from the time period studied
to support each of the generalizations. Examples must be
detailed and directly related to the generalizations that they
support. You may present them in the form of a list or other
graphic representation.

Level 2 Assessment

Choose two of the generalizations concerning movement and
write about how the events and people in the time period
studied support that generalization and the ways in which the
generalizations are related. Be sure to provide appropriate jus-
tification for the generalizations you discuss. Responses must
be written in essay form and must be detailed and insightful.

LESSON 8

Presentation of independent projects. Have each student
share the product of his or her independent learning project
with classmates.

After each presentation, ask students questions to help them
link what was presented to the unit concepts and generaliza-
tions. Evaluate students” products based on the agreed-upon
criteria set out in the learning contracts.

Sharing What We Learned

TEACHER COMMENTARY

After providing a series of differenti-
ated activities during the course of
our study, it just didn’t make sense to
give all students the same assess-
ment. Thus, I differentiated this as
well.

The Level 1 Assessment was differen-
tiated to place less emphasis on writ-
ing ability and greater emphasis on
the breadth of the student’s under-
standing.

The Level 2 Assessment was differen-
tiated to place greater emphasis on
writing ability and greater emphasis
on the depth of the student’s under-
standing.

I kept student learning differences
in mind when I evaluated their
responses to the assessment
questions.

(2-3 class periods)

Independent projects offer students
the opportunity to express their inter-
ests and learning styles. Some stu-
dents needed more support than
others in designing and in carrying
out their research, but all enjoyed the
chance to share what they had
learned.

The self-assessment aspect of this
project was particularly rewarding.
Students were able to reflect on what
they learned about doing research as
well as what they learned about
themselves during this process. This
connection of cognitive and affective
education is so important to learners
of all ages.
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Teacher Reflection on the Unit

There are a couple of things that I particularly like about teaching this unit. First, my stu-
dents can relate to the concept of movement. By looking at movement conceptually, they
begin to see that they can also relate in some ways to the experiences of the American
explorers and colonists. It’s not always easy to get students to see how history might
relate to them, and this unit invites them to see how their lives might be similar in some
ways to the lives of those who came before. My students enjoy seeing that connection.
And, for me, it makes teaching history that much easier.

Second, I like the variety of instructional strategies in this unit. When teaching his-
tory, it’s easy to get bogged down in textbook facts. This unit feels a bit more alive to me
because the students are engaged in so many different types of activities. Each activity is
different from the next, and the texts are part of a collection of resources rather than the
primary sources for information. Teaching this way invites my own creativity and chal-
lenges me to find ways to make learning irresistible for my students. When I can get
excited about a unit because creating it caused me to think out of the box, I can be
assured that my students will also be excited about the unit. This was an engaging unit
for both my students and me.

Caroline Cunningham Eidson has taught in North Carolina and Virginia. She can be reached at
ceidson@nc.rr.com.
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SAMPLE 2.1—Independent Project Learning Contract

Please spend time thinking about what you want to research before you sign this contract. This contract
binds you to the project that you choose, so be sure that you have chosen something that interests you
strongly.

Today’s Date:

Student’s Name:

Topic of Interest:

Project Product:

Presentation Format:

Steps to Take to Complete Product (what you need to do in order to produce an exceptional product):

Criteria for Evaluation (the qualities that will make your product exceptional):

Project Due Date:

| agree to stay on task while working on this project and to put forth my best effort toward completing it
successfully.

Student’s Signature Date

| agree to offer help and feedback throughout the completion of this project.

Teacher's Signature Date
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SAMPLE 2.2—Independent Project Self-Evaluation Form

Name:

Topic:

Date:

Met all student-created criteria (5 points)
Well-organized, interesting format (20 points)
Used time wisely in class (15 points)
Presentation (10 points)

Completed on time (5 points)
Total

What new information have you learned from completing this project? Think about what you have learned
about your topic and what you have learned about yourself.

What skills did you have to use to complete this project?
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SAMPLE 2.4—Product Evaluation Rubrics

The French Explorers: Rubric for Option 1's Product

Criteria for Success

3 = Excellent

2 = Satisfactory

1 = Poor

CONSIDERATION OF
MULTIPLE CRITERIA
topography of land, distance,
obstacles, climate

Product includes
detailed attention to
many different criteria
in the evaluation of
the routes taken and
in the creation of an
original route.

Product includes some
attention to different
criteria regarding the
routes taken, and only
a few criteria are
applied to a new pos-
sible route.

Product includes lim-
ited attention to the
different criteria that
might have been influ-
ential in the choices of
routes OR includes
irrelevant criteria.

INSIGHTFULNESS
original ideas, depth and
breadth of thought

Presents a logical,
detailed, and well-
thought-out approach
to analyzing and cre-
ating routes. Many
possibilities are
considered.

Presents a clear
approach to analyzing
and creating routes,
but does not exhibit
"new" thinking.
Limited possibilities are
considered.

Ideas lack logic,
thought, and original-
ity. Limited possibilities
are considered.

ACCURACY OF MAPPING
ability to read and interpret
necessary maps and to locate
places on them

Very accurate and
detailed.

Somewhat accurate
but lacking detail.

Lacking in both accu-
racy and detail.

NEATNESS
ability to show various routes
on one map, clean product

Product reflects orga-
nization. Colors are
used appropriately to
distinguish between
routes. Product is easy
to read.

Product is somewhat
sloppy, making it diffi-
cult to read some
places and discern
some routes. Color is
used but is somewhat
confusing.

Product is extremely
sloppy, making it
impossible to distin-
guish various routes.
Color is not used.

Teacher's Comments:
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SAMPLE 2.4—(continued)

The French Explorers: Rubric for Option 2's Product

Criteria for Success

3 = Excellent

2 = Satisfactory

1 = Poor

INSIGHTFULNESS
original ideas, depth and
breadth of thought

Thoughtful and origi-

nal ideas are explored

in detail. New theories
are presented.

Thoughtful and origi-
nal ideas are
expressed, but other
ideas seem "recy-

Ideas are limited to
ones that have been
posed earlier and
product does not pro-

Cled." vide any new theories.
IMAGINATION Product displays Product displays atten- | Little imagination or
fluency and elaboration of detailed attention to a | tion to detail, creativity is expressed.

ideas

variety of possibilities
and perspectives.

although ideas are
limited in terms of cre-
ativity.

Few ideas are
explored.

FACTUAL UNDERSTANDING
accuracy in terms of time
period and geography

Ideas are supported by
facts and are clearly
based on the reality of
the time and place.

Key ideas are real-
ity-based, but lesser
ideas are not sup-
ported by the facts of
the time and place.

Ideas are not related
to the reality of the
time and place.

RANGE AND DEPTH OF
ENTRIES

amount and types of informa-
tion included

Product includes at
least 5 entries that
address a wide variety
of details and a range
of information. Each
entry incorporates dif-
ferent information.

Product includes 3-4
entries that present an
adequate scope of
information. Entries
display a variety of
information.

Product includes fewer
than 3 entries, and the
entries present a lim-
ited scope of informa-
tion.

CLARITY
expression of ideas

Ideas are expressed
clearly and eloquently.

Ideas are expressed
directly but without
attention to style.

|deas are not
expressed clearly,
causing confusion for
the reader.

Teacher's Comments:
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SAMPLE 2.4—(continued)

The French Explorers: Rubric for Option 3's Product

Criteria for Success

3 = Excellent

2 = Satisfactory

1 = Poor

INSIGHTFULNESS
original ideas, depth and
breadth of thought

Thoughtful and origi-

nal ideas are explored

in detail. New theories
are presented.

Thoughtful and
original ideas are
expressed, but other
ideas seem "recy-
Cled."

Ideas are limited to
ones that have been
posed earlier and
product does not pro-
vide any new theories.

IMAGINATION
fluency and elaboration of
ideas

Product displays
detailed attention to a
variety of possibilities
and perspectives.

Product displays atten-
tion to detail; how-
ever, ideas are limited
in terms of creativity.

Little imagination or
creativity is expressed
in product. Few ideas
are explored.

FACTUAL UNDERSTANDING
accuracy in terms of time
period and geography

Ideas are supported by
facts and are clearly
based on the reality of
the time and place.

Key ideas are reality-
based, but lesser ideas
are not supported by
the facts of the time
and place.

Ideas are not related
to the reality of the
time and place.

APPROPRIATE AND
MEANINGFUL USE OF
IMAGES

effectiveness at conveying
meaning

Images communicate
ideas clearly and effec-
tively and demonstrate
careful thought and
planning.

Images seem discon-
nected and do not
clearly express ideas.
Limited thought and
planning demon-
strated.

Images are confusing
to viewer and do not
adequately convey
meaning or under-
standing. Thought and
planning not evident.

NEATNESS
production and organization
of images

Product is clean and
well-organized.
Images are placed
neatly.

Product is somewhat
clean but lacks organi-
zation. Images are
placed in a careless
manner.

Product is sloppy and
does not reflect care in
production. Looks as if
it were completed at
the last minute.

Teacher's Comments:
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SAMPLE 2.5—Graphic Organizer

Spanish and French Relationships with the Native Americans
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SAMPLE 2.6—Graphic Organizer

Important Individuals of the Time Period

Important Individual:

Significant Acts of
Hardships Faced Courage During Major Contributions
Reasons for Coming During Exploration Exploration and/or to the Colonization

to America and/or Colonization Colonization of America
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SAMPLE 2.7—Unit Review Note-Taking Template

Reasons for the Exploration and Colonization of America

Spanish French

English

Consequences of Exploration and Colonization

Positive

Negative

Hardships Faced by the Explorers and Colonists

Courageous People/Acts




What Makes a Region?

A Social Studies Unit on Regional
Characteristics and Variance

Unit Developer: Holly C. Gould ———

Introduction

This three- to four-week unit helps students develop an understanding of how the
regions of the United States are defined and what makes each region unique. Unit
activities culminate in an independent project requiring students to apply what they
have come to understand about the field of geography and the uniqueness of each
U.S. region. Activities ongoing throughout the unit include a process log used for
accountability and evaluation and a study of current events in different regions.

Prerequisite skills for this unit include 1) experience using print resources,
books, and the Internet to conduct research; 2) ability to read for main ideas and
information; 3) ability to summarize ideas in complete sentences; 4) expository
writing skills; 5) experience using primary and secondary sources; and 6) experi-
ence creating PowerPoint, ClarisWorks, or Hyperstudio presentations. In addition,
students working on this unit should have studied the history of their own city or
town.

The unit opens with a review of basic map skills and terminology and then
examines the concept of region. The primary question for students to consider is,
“What makes a region a region?” Following this portion of the unit, the students
explore the causes of changes within regions by examining the history of their own
city or town. Finally, the students begin their independent projects, in which they
are asked to think and behave as geographers do. The product-based approach
allows all students to make sense of and apply key information, concepts, and
understandings, which will serve them well throughout the year (and beyond). Dur-
ing the time students spend researching and working on their products, the teacher
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can meet with individuals and small groups to reteach, reinforce, or extend specific
understandings and skills. The product-based approach also enables the teacher to help
students with their independent learning skills.

Teacher Reflection on Designing the Unit

I needed to develop a unit about the regions of the United States. After examining my
social studies textbook, I decided that it emphasized many facts, but offered little that
would help my students develop a deep understanding of regions and regional differ-
ences. It also seemed that the textbook offered surface-level knowledge that my students
would be unlikely to remember for long. Thus, I began a search for good, sound curricu-
lum that I could first defend and then differentiate.

To move beyond the text, I sought guidance from my state standards for geography
and the National Curriculum Standards for Social Studies. I decided to address a few
essential objectives as thoroughly as possible by encouraging my students to think and
behave as geographers do. After examining the standards, I looked back to the textbook
to determine what it highlighted, and I asked myself, “What is really important for my
students to know and understand about geographical regions?” I decided it was essential
they understand that the United States includes a variety of regions, each differing in
ways both natural and human-made. Other important ideas flowed from that central
understanding. By using the textbook as a resource rather than as the centerpiece of the
social studies curriculum, I was able to look more deeply at the field of geography and at
the importance of geographical regions. Examining several textbooks on world geography
helped me gain a better grasp of what a geographer needs to know, understand, and be
able to do in the context of real-world applications. It also helped me determine the
vocabulary that would add to my students’ understanding of geography.

At this point, I was working on developing sound and high-quality curriculum, but in
the back of my mind, I was already starting to match my plans to learner needs. How
would I differentiate this unit to help all my students achieve the greatest possible gains
in understanding and skill? Still, I knew that spending time developing a meaningful and
engaging unit was my first role. Not only is it easier to differentiate instruction when a
solid unit is in place, but the resulting differentiation is far more likely to have the
intended goal of maximizing student learning.

Geography and Social Studies Standards Addressed

e Use maps and other geographic representations, tools, and technologies to
acquire, process, and report information.
¢ Understand that people create regions to interpret the world’s complexity.
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Understand how culture and experience influence our perception of places and
regions.

Understand the processes, patterns, and functions of human settlement.
Understand how human actions modify the physical environment.

Understand how physical systems affect human systems.

Understand the changes that occur in the meaning, use, distribution, and impor-
tance of resources over time.

Unit Concepts and Generalizations

Region, Interaction, Variation

Geographic regions are divided by variations in landforms, climate, and natural
resources.

Regions vary with regard to development of natural resources, art, architecture, lit-
erature, customs, religion, economics, and transportation.

The characteristics of a region can change.

People interact with their physical environment.

People’s interactions with their physical environment affect cultural and economic
development.

Unit Objectives
As a result of this unit, the students will know

Specific vocabulary terms, including globe, map, atlas, latitude, longitude, equator,
Prime Meridian, distortion, legend, key, relief, contour line, compass rose, cardinal
directions, map scale, political units, plain, plateau, mountain, hill, elevation, ero-
sion, natural resources, and economics.

Basic map skills, including how to find absolute location using latitude and longi-
tude, how to use cardinal directions, and how to identify places using a legend or
key.

As a result of this unit, the students will understand that

The United States is made up of regions that are unique and that vary in both natu-
rally occurring and human-made ways.

We can learn to appreciate others by studying regional differences and similarities.
People can modify their physical environments.

The characteristics and distributions of human populations are always changing.
The movement of people, goods, and ideas occurs through various modes of trans-
portation and communication.

Geographers examine more than just the physical geography of places.
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As a result of this unit, the students will be able to

e Demonstrate an understanding of the spatial concepts related to reading, using,
and creating maps.

® Recognize and use appropriate geographic tools and technology.

e Explain how humans affect their environments.

e Describe, compare, and contrast the physical, cultural, and economic characteris-
tics of regions.

e Describe how the physical characteristics of a region affect human behavior.

¢ Analyze changes in regions over time.

e Work independently to complete a project.

e Work cooperatively with others to reach a common goal.

Instructional Strategies Used

® Brainstorming e Flexible grouping

¢ [ndependent research ® Jigsaw

® Metacognitive thinking ® Pre-assessment

e Self-assessment e Tiered assignments

Sample Supporting Materials Provided

Sample # Title Page
3.1 Independent Project Assignments 109
3.2 Independent Project Evaluation Rubric 112
3.3 Independent Project Self-Evaluation 114

Unit Overview

LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS
Preparation Pre-assessment of map skills
30 minutes

Group brainstorming session on the
importance of map skills
15 minutes

LESSON 1

. Tiered assignment based on readiness
Map Skills 40-50 minutes

Group discussion about maps and
map skills
12 class periods 15 minutes
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LESSON

LESSON 2

What Makes
a Region
a Region?

2 class periods

LESSON 3

Regional
Changes
over
Time
2 class periods

LESSON 4

What Does a
Geographer
Do?

4-6 class periods

LESSON 5

Regions Fair

1-2 class periods

WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Introductory presentation and discus-

sion of regions

1520 minutes

Individual or small-group activity on

regions

2530 minutes

Discussion of activity results and cor-

relation to unit concepts

20 minutes

Presentation and discussion of new

information concerning regions

1520 minutes

Introduction of independent projects Students select a region to study
10 minutes based on interest

Discussion of unit generalizations

20-30 minutes
Jigsaw activity based on interest
40 minutes

Discussion of Jigsaw and unit

generalizations

30 minutes

Independent project work based on
interest and readiness

Mini-lessons and coaching based on
readiness

4-6 class periods

Presentation and viewing of research
project products

12 class periods

Self-evaluation

10 minutes
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Unit Description and Teacher Commentary

Preparation

DESCRIPTION

Pre-assessment of map skills. Before beginning the unit,
measure students’ current knowledge and understanding of
the different types and uses of maps and students’ basic map
skills, such as finding absolute location using latitude and lon-
gitude, using cardinal directions, and using a legend or key to
identify places.

LESSON 1 Map SKkills

LESSON SEQUENCE AND DESCRIPTION

Group brainstorming session on the importance of map
skills. Begin with a whole-class brainstorming session. Ask:
Why might map skills be important to you personally?

* Tiered assignment based on readiness. Assign students to
one of two activities focused on map skills:

Activity 1

Examine the maps provided. What kind of maps do you think
they are and for what might they be used? Why do you say
so? What information do they show? Create a chart that
shows the similarities and differences among all of the differ-
ent types of maps. Be sure to use the correct vocabulary to
describe each map.

TEACHER COMMENTARY

This pre-assessment may be either
teacher-created or taken from a social
studies teacher’s manual. You might
want to use a textbook post-test that
addresses the highlighted map skills
and vocabulary.

(12 class periods)

TEACHER COMMENTARY

I find that students participate more
enthusiastically in learning activities
when they understand how such
activities relate to their own lives.

I tiered these activities based on the
pre-assessment results. Those stu-
dents who demonstrated a solid grasp
of basic map skills and vocabulary by
scoring 90 percent or higher on the
pre-assessment completed the second
activity. Those who needed further
practice with map skills and vocabu-
lary completed the first activity before
they moved ahead to application
tasks.

This first activity offered students
who needed it additional practice
with the vocabulary of maps and with
map reading. I provided a variety of
maps, including relief maps, naviga-
tional maps, contour maps, and road
maps, along with resources students
could use to look up key vocabulary.
I encouraged students in this group to
work together so that they could
share ideas and discuss their growing
understanding.
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LESSON SEQUENCE AND DESCRIPTION

Activity 2

Using what you know about map symbols and terminology
and about types of maps, create two different maps of the
school grounds. Each map should serve a different purpose,
and you should be able to explain these purposes clearly. In
addition, your maps should be accurate and attractive enough
to be useful to someone visiting the school for the first time.

Group discussion about maps and map skills. Conclude the
lesson by asking students to share their charts and maps and
to further discuss the importance of maps. Why do we need
maps? What characteristics make a map really useful?

LESSON 2

LESSON SEQUENCE AND DESCRIPTION

Introductory presentation and discussion of regions. Begin
by covering necessary background information, including that
a region is an area that has key characteristics in common.
Some regions are defined by one characteristic, such as gov-
ernment or landform types; others are defined by the interac-
tion of many characteristics, such as language, ethnic
group(s), and environment. Areas that form a region do not
have to be contiguous.

Focus student discussion on the following questions: If you
had to divide the United States into only seven sections (or
regions), what would they be and why? How would you

determine where to divide them? What are the positive and
negative consequences of creating such sections or regions?

Individual or small-group activity on regions. For this activ-
ity, students will need maps of the United States that do not
show political boundaries but do show landforms. They may
work either independently or in small groups.

What Makes a Region a Region?

TEACHER COMMENTARY

This activity allowed students who
had a firm grasp of the language and
characteristics of maps to apply that
understanding by mapping a familiar
place. The criteria helped to ensure
that students created high-quality
products. Students in this group
worked either in pairs or small
groups. A parent volunteer monitored
students as they worked in and
around the school building.

Here, I wanted the students to listen
to one another talk about maps and
the importance of maps. Students
who worked on Activity 1 talked
about different types of maps and also
gave feedback to their classmates by
examining the maps of the school and
trying them out.

(2 class periods)
TEACHER COMMENTARY

I found it was necessary to go over
the definition of a region before
beginning the next activity, and I
made sure students could explain the
concept of region before we went any
further. Also, this discussion helped
me find out what they already knew
about geographical regions in the
United States.

I required the students to explain the
reasoning behind their thinking. My
primary question was, “Why do cer-
tain regional divisions make more
sense to you than others?”

During this part of the lesson, I pro-
vided maps without regional divisions
because I wanted the students to pro-
pose their own. I was interested in
finding out how they would divide
the country and the justification they
would provide for their decisions.
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LESSON SEQUENCE AND DESCRIPTION

Directions: You have been hired to redivide the 50 states into
only 7 regions. How you decide to do this is up to you, but
you must provide a well-reasoned rationale for your decisions.
In order to complete your job, you must do the following:

1. Present a map of the United States that clearly shows your
newly developed regions.

2. Write a statement that fully explains how you decided to
develop and define the regions. This statement must
describe characteristics of the regions you created and the
criteria you used to make your decisions.

3. Create a list of the problems that you encountered as you
developed your regions. What issues did you have to solve?
How did you solve them?

Discussion of activity results and correlation to unit con-
cepts. When the students have completed the activity, allow
them to share their regions and the reasoning behind their
regional division decisions with the rest of the class. What
problems did they run into as they created their regions?
What similar and different criteria did the groups use to
create regions?

Presentation and discussion of new information concern-
ing regions. Provide students with maps showing the “true”
regions of the United States. Discuss the criteria that were
used to create these regions. Ask students what they think of
this way of dividing the country.

Invite students to share what they already know about the
various regions and write their ideas on the board. As stu-
dents share their ideas, be sure to note misconceptions, which
you’ll want to address as the unit progresses.

TEACHER COMMENTARY

My goal here was critical thinking.
Specifically, I wanted students to con-
sider two questions:

® How are regional divisions
created?

e What criteria might be consid-
ered in creating them?

[ required the students to elaborate on
the reasoning behind their decisions
so they would use metacognitive
skills, and I asked them to maintain a
list of the problems they encountered
during this activity to give them an
idea of issues involved in creating
regional divisions.

During this discussion, I introduced
the unit generalizations concerning

the characteristics of and variations
between regions.

After I gave students a map with the
“true” U.S. regions (Alaska, Hawaii,
Southeast, Southwest, Northwest,
Midwest, Northeast), I asked the
students to compare their ideas to
“reality.” During this discussion, I
shared some interesting facts about
each region, with the goal of helping
students to select regions of interest
for their upcoming independent
projects.

Introduction of independent projects. Conclude the lesson *Al]owing the students to select a

by introducing the upcoming research project and asking the
students to write on an index card the two U.S. regions they
would be most interested in studying in depth. Explain to the
students that over the next few weeks, they will be research-
ing a single region of their choice in order to understand
important ideas about all regions of the United States.

region helped to give them a more
personal connection to the upcoming
project. Thus, the project was differ-
entiated partially on student interest.
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104
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
When some students remained unde-
cided about which regions they were
interested in studying, I encouraged
them to spend some time doing pre-
liminary research (talking to others,
reading short selections about a cou-
ple of regions, watching videos on
various regions) in order to determine
an interest.
LESSON 3 Regional Changes over Time (2 class periods)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Discussion of unit generalizations. Begin this lesson by ask- [ introduced the unit generalizations

ing students to consider the impact people have on places. concerning people and the environ-

How do humans affect their environments? How do we cause ment and asked students to provide

change in environments over time? How does population evidence to support these ideas.

growth impact a place? Ask students to provide examples to

support their ideas. What general statements can students

create regarding the interaction of people and their environ-

ments? Post their statements in the classroom for continued

reference.

*Jigsaw activity based on interest. For this activity, students This activity relates to the unit concept
will first work in self-selected groups to complete one of six of interaction. Students had studied the
possible tasks. Explain that every member of the group must history of their city prior to this unit,
participate in and contribute to the group’s work and that and [ wanted them to apply the unit
every member will be asked to share the information the generalizations to a familiar location
group discovers with other students. In addition, every group before applying them to places with
member must have his or her own copy of the group’s final which they were less familiar.
product.

I like using the Jigsaw technique for
several reasons:

® As a grouping strategy, it encour-
ages cooperation among the
students.

e [t gives each student a chance to
be a “resident expert” within a
small group. This is extremely
powerful for those students who
seldom find themselves in the
“expert” role.

¢ [t encourages students to take
shared responsibility for the
learning that takes place in
the classroom.
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LESSON SEQUENCE AND DESCRIPTION

Task 1

Create a chart showing our city’s population growth since set-
tlement. When did the greatest number of people come to the
city? What might explain this population growth?

Task 2

Why did people move to our city in the past and why do they
continue to do so? Develop a clear and organized way to
show what you learn.

Task 3

When was our city connected to other cities, through what
modes of transportation, and for what reasons? Develop a cre-
ative way (for example, newspaper headlines and articles
from the time period) to show the city’s early ties to other
places.

Task 4

When did our city gain telephone and television technology?
Compare and contrast the city before and after the arrival of
this technology.

Task S

What hazards existed in the past and continue to exist today
for people living in our city? What has been done and could
be done to lessen these hazards? Create an organizer to show
your information and ideas.

Task 6

How have people changed the physical makeup of our city
over time? Use a “before and after” approach to answer this
question and develop an interesting way to show your ideas.

Once students have completed their work on the tasks, they
will Jigsaw—Dbe regrouped so that each new group will have
one representative from each of the six task groups. In the
new groups, students will share with one another what they
have learned about the changes in their city and about ways
people have affected their city over time.

TEACHER COMMENTARY

e [t takes the spotlight off of me as
the sole source of information.

e [ find that requiring every stu-
dent to have a copy of the final
product helps to ensure student
accountability in group-work
situations.

For this activity to work, all tasks
needed to be completed by at least
one group. To ensure that all tasks
were addressed, I asked students to
give me their top two choices, as well
as any topics they were definitely not
interested in. From that information, I
was able to form groups that worked
well for individual and class needs.

After I had assigned groups of students
to particular tasks, I stressed that they
each needed to have a very solid grasp
of the information gained from their
tasks because they would be teaching
this information to each other. I also ex-
plained that the skills they would be us-
ing on these tasks were similar to the
ones they would need to complete their
independent projects. This was a way
for students to practice these skills in
groups before setting off to use them on
their own.

During both the initial research por-
tion of the task and the Jigsaw por-
tion, I moved around the room,
listening to conversations, asking
questions, and taking notes on what I
heard. This helped me monitor stu-
dent understanding as well as group
function.

I required students to take notes and
ask questions as they listened to one
another share the information gener-
ated from the various tasks. This

helped to keep the students focused.
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LESSON SEQUENCE AND DESCRIPTION

Discussion of Jigsaw and unit generalizations. Following
the completion of the Jigsaw activity, lead a whole-class dis-
cussion of what students learned about the changes in their
city over time. Do these sorts of changes occur in other
places? Is there a relationship between people and their envi-
ronments? Why or why not? Ask students to defend their
responses. Use your insights from this discussion and your
monitoring of the activities to ensure that students have cor-
rect and similar understandings about terms, concepts, and
skills.

TEACHER COMMENTARY

As we completed this activity, I
referred back to the unit generaliza-
tions, and I asked students to explain
how their new information about
their city related to the generaliza-
tions.

LESSON 4 What Does a Geographer Do? (46 class periods)

LESSON SEQUENCE AND DESCRIPTION

*Independent project work based on interest and readiness.
Students will arrive in class having already selected the region
they wish to study. Now, they will receive their research role
assignment, differentiated for readiness. (See the Independ-
ent Project Assignments, collected in Sample 3.1, beginning
on page 109.) Assign each student to work independently in
one of three roles:

Physical Geographer (Struggling Learners)

Cultural Geographer (On-Target Learners)

TEACHER COMMENTARY

Because my students performed at
different levels during the previous
activities, and because I recognized
that some of them needed more con-
crete learning experiences, I tiered the
independent project assignments and
assigned students to the project roles
that seemed best suited to their readi-
ness levels.

The Physical Geographer role required
students to use many of the same
skills and much of the same informa-
tion they had used previously in the
unit, but the role called for them to
analyze and apply these understand-
ings and skills. Thus, even though it
was the most familiar and concrete of
the three roles, it still required
high-level thought.

The Cultural Geographer role was
more demanding than Physical Geog-
rapher because it was more abstract
in terms of the information students
were to seek and required slightly
more complex research skills. How-
ever, this role required students to
examine aspects of society that they
could see around them all the time.
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LESSON SEQUENCE AND DESCRIPTION

Economic Geographer (Advanced Learners)

Introduce the three different types of geographers and ask the
students to consider the different approaches and skills
involved. What does each type of geographer probably study?
What kinds of data must they work with? What sorts of ques-
tions do they seek to answer? Following this whole-group dis-
cussion, introduce the project requirements and assign the
students to their particular projects. Students will work on
their projects both as class work and homework during the
project time span.

* Mini-lessons and coaching based on readiness. Provide

consultation and assistance during the research process as
necessary. Throughout the project work span, offer mini-
lessons on specific roles, research strategies, presentation
techniques, using the rubric to guide work, and so on. You
should probably invite some students to attend particular
sessions, based on your observation of their needs. It is also
wise to open the workshops to any student who feels atten-
dance would improve the quality of his or her understanding
and work.

TEACHER COMMENTARY

This was the most complex and
abstract of the roles, as it addressed
economics, an area of society few of
my students had been exposed to. In
addition, the role required students to
combine ideas and information from
two different fields (geography and
economics) and draw conclusions
based on the relationship between the
two. I assigned to this role students
who could think abstractly, had a
large storehouse of information, and
could grasp new ideas and concepts
quickly.

Although the roles varied in
complexity, all three required students
to simulate behaviors and thinking

of geographers, to keep a daily pro-
cess log, to create products that dem-
onstrated an understanding of
regional differences, and to show how
these differences relate to the unit
concepts and generalizations concern-
ing region, interaction, and
variation.

I provided the Independent Project
Evaluation Rubric (see Sample 3.2,
page 112), a simple checklist for
success that students could use to
guide their own work and their
feedback on their peers’ projects.
On such rubrics, it’s helpful to
include some criteria that all class
members must address and some
“negotiated criteria”—specific
criteria either added by individual
students to reflect their own goals
and interests or designated by the
teacher for an individual student to
encourage growth in that learner.

I included blank cells in this pro-
ject’s evaluation rubric to provide
write-in space for negotiated
criteria.
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LESSON SEQUENCE AND DESCRIPTION

Continue to monitor students’ understanding and progress as
they work on their independent projects. You can do this
through mini-workshops, with end-of-class discussions,
through question-and-answer sessions as class begins,
through required journal or process log entries, and by sitting
with and coaching individuals and groups as they work.

LESSON 5 Regions Fair

LESSON SEQUENCE AND DESCRIPTION

Presentation and viewing of research project products. Fol-
lowing the completion of the independent projects, provide
time for the students to share their products with the class or
set up the student projects in the classroom, computer lab, or
other central place, such as the media center. (If there aren’t
enough computers available to play all the multimedia presen-
tations, students should print out hard copies of their presen-
tations for display.)

Divide the class into two groups so that half the students are
“experts” on the displays and the other half are “visitors.” Vis-
itors should circulate among the projects, asking questions
and providing feedback to the experts. The next day, have stu-
dents switch expert/visitor roles.

Self-evaluation. Be sure students complete the self-evaluation
form provided (see the Independent Project Self-Evaluation,
Sample 3.3, page 114).

Teacher Reflection on the Unit

TEACHER COMMENTARY

At this age, most students will need
“guided” independent study rather
than total independence. It is the
teacher’s role to provide the structure
necessary to help students succeed.

(1-2 class periods)

TEACHER COMMENTARY

Students who play the visitor role can
use the Independent Project Evalua-
tion Rubric (see Sample 3.2) as one
means of providing feedback. If you
ask other guests (parents, teachers,
other classes, community members)
to view the exhibits, you might also
want to ask them to complete rubrics
for the products they view.

The ability to reflect on and assess
one’s own work is an important skill in
becoming a more self-directed learner.

The thing that pleased me the most about this unit was that the students didn’t feel like they
were being grouped only by readiness. The students grouped themselves based on the region
they were interested in, and then I provided additional grouping by giving them assignments
within that interest group based on readiness. This approach gave them an opportunity to
work on a region of interest, yet be challenged at an appropriate level. [ was also pleased with

the connection to the real world of the geographer that this unit offered.

Holly C. Gould most recently taught in Alaska. She can be reached at gould@virginia.edu.
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SAMPLE 3.1—Independent Project Assignments

Physical Geographer

You are a physical geographer. Physical geographers study the natural landscape and the ways in which
people change land, bodies of water, climate, soil, and vegetation. For example, physical geographers study
the soil erosion that results from the plowing of steep slopes. They consider the effects of strip mining on
land and vegetation and the way burning fossil fuels sends large quantities of carbon dioxide into the
atmosphere, changing rainfall patterns.

The United States government is developing a project to help new immigrants to the country understand
how the United States is grouped into regions.

Your tasks:
1. Research your region of interest from the perspective of a physical geographer.

2. Create a map of your region that incorporates the areas you research. Your map must show landforms,
climate conditions, natural resources, vegetation and wildlife, types of terrain, and natural hazards.

3. Using a variety of resources and media, research current events occurring in your region that relate to
physical geography. Develop a way to illustrate these events, and be ready to explain how they repre-
sent and impact the physical geography of your region.

4. Create a multimedia presentation that highlights what you have learned about the physical geography
of your region. You must include a summary of your ideas as well as pictures, film clips, sound bites,
and any other information that will help others understand the physical geography of your region.
What makes your region unique? You must also discuss how people have affected the physical envi-
ronment of your region over time and how the region has been changed as a result.

5. Maintain a daily process log for the duration of the project. Your log should include your thoughts
about your research and what you are learning about your region. How do your ideas change? What
new information seems important and perhaps surprising to you? Why? How are you feeling about the
research process? What parts of the process do you like and what parts seem troublesome to you?
What problems do you run into and how do you solve them? Be sure to include your thoughts on how
your research affects your understanding of the unit concepts and generalizations concerning region,
interaction, and variation.
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SAMPLE 3.1—(continued)

Cultural Geographer

You are a cultural geographer. Cultural geographers attempt to learn about the people of a particular
region. They study the land on which people live, how people have changed the land, and how people
have used available resources in order to survive. Cultural geographers study people in order to gain insight
into how societies can solve problems and examine the lifestyles and traditions of societies.

The United States government is developing a project to help new immigrants to the country understand
how the United States is grouped into regions.

Your tasks:

—_

Research your region of interest from the perspective of a cultural geographer.

Create a clear way to show the following information about your region: ethnicity of the people who
live there; customs, traditions, and celebrations; locations of major cities; regional art and architecture;
regional literature; and religions.

Using a variety of resources and media, research current events occurring in your region that relate to
cultural geography. Develop a way to illustrate these events, and be ready to explain how they repre-
sent and impact the culture of your region.

Create a multimedia presentation that highlights what you have learned about the cultural geography
of your region. You must include a summary of your ideas as well as pictures, film clips, sound bites,
and any other information that will help others understand the culture of your region. What makes
your region unique? You must also discuss how people have affected the physical environment of your
region over time and how the region has been changed as a result.

Maintain a daily process log for the duration of the project. Your log should include your thoughts
about your research and what you are learning about your region. How do your ideas change? What
new information seems important and perhaps surprising to you? Why? How are you feeling about the
research process? What parts of the process do you like and what parts seem troublesome to you?
What problems do you run into and how do you solve them? Be sure to include your thoughts on how
your research affects your understanding of the unit concepts and generalizations concerning region,
interaction, and variation.
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SAMPLE 3.1—(continued)

Economic Geographer

You are an economic geographer. Economic geographers study the geographic distribution of the people’s
economic activities. They examine production, secondary production, retailing, the consumer sector, goods
and services, and employment.

The United States government is developing a project to help new immigrants to the country understand
how the United States is grouped into regions.

Your tasks:
1. Research your region of interest from the perspective of an economic geographer.

2. Create a clear way to show the following information about your region: cultivation of natural
resources; production of goods; services offered; jobs unique to the region; income of people; unem-
ployment rates; and population statistics.

3. Using a variety of resources and media, research current events occurring in your region that relate to
economics. Develop a way to illustrate these events, and be ready to explain how they represent and
impact the economy of your region.

4. Create a multimedia presentation that highlights what you have learned about the economic geogra-
phy of your region. You must include a summary of your ideas as well as pictures, film clips, sound
bites, and any other information that will help others understand the economy of your region. What
makes your region unique? You must also discuss how people have affected the physical environment
of your region over time and how the region has been changed as a result.

5. Maintain a daily process log for the duration of the project. Your log should include your thoughts
about your research and what you are learning about your region. How do your ideas change? What
new information seems important and perhaps surprising to you? Why? How are you feeling about the
research process? What parts of the process do you like and what parts seem troublesome to you?
What problems do you run into and how do you solve them? Be sure to include your thoughts on how
your research affects your understanding of the unit concepts and generalizations concerning region,
interaction, and variation.
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SAMPLE 3.2—Independent Project Evaluation Rubric

Criteria

5 = Excellent

3 = Satisfactory

1 =Poor

Research

Used a variety of
high-quality primary and
secondary resources that
would be used by a
geographer. Derived
interesting and defensi-
ble conclusions.
Addressed the unique-
ness of the region from
a geographer's perspec-
tive.

Used different primary
and secondary
resources. Sometimes
addressed the unique-
ness of the region as a
geographer would.
Drew limited conclu-
sions that showed
understanding of the
region.

Used only secondary
resources. Did not
address the uniqueness
of the region as a geog-
rapher would. Drew no
conclusions, or drew
conclusions that did not
show understanding.

Presentation

Multimedia presentation
was informative and
thought provoking.
Summarized ideas and
covered important
aspects of the research.
Presented information in
a way that was logical,
interesting, and easy for
the audience to follow.

Multimedia presentation
addressed the required
areas. Information was
accurate, but not always
interesting or insightful.
The audience could fol-
low and understand the
presentation.

Multimedia presentation
was weak. Information
was presented in a dis-
organized and illogical
way. The audience
could not always follow
or understand the pre-
sentation.

Visuals

Visuals were very neat,
well organized, and
accurate. High-quality
artistic effort evident.
Incorporated detail that
was helpful, not dis-
tracting. Clearly labeled.

Visuals were neatly
drawn. Artistic effort
evident. Incorporated
some detail. Labeled
adequately for identifi-
cation.

Visuals were difficult to
read and interpret. Mini-
mal artistic effort evi-
dent. Incorporated little
detail. Inadequately
labeled.
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SAMPLE 3.2—(continued)

Criteria

5 = Excellent

3 = Satisfactory

1 =Poor

Process Log

Log contained daily
entries. Clearly discussed
the process of research-
ing, developing, and
testing ideas about unit
concepts and general-
izations concerning
region, interaction,
and variation. Thinking
about thinking is evi-
dent.

Log contained 2-3
entries per week. Evi-
dence of thinking about
the process was often
present. Included mean-
ingful discussion of unit
concepts and general-
izations concerning
region, interaction,
and variation.

Log was incomplete and
showed little evidence
of thought or working
through problems. Unit
concepts and general-
izations concerning
region, interaction,
and variation were not
discussed or were not
discussed in a way that
showed understanding.

*Note: Add criteria as desired. (For example: organization, creativity, mechanics.)
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SAMPLE 3.3—Independent Project Self-Evaluation

Complete the following sentences:

1. My project was

2. The resources | used to develop my project were

3. Important things | learned as a result of my project were

4. The most difficult part of this assignment for me was

5. The part of the project that | am most proud of is

6. If I could do the project again and do it differently, | would

Using the criteria listed below, evaluate your project and your work on it. Place an X on the number that
indicates your evaluation of the specific criterion. The lowest possible score is 1, and the highest possible
score is 5. Your teacher will do the same for each criterion by circling a number so that you can compare
the evaluations.

Validity of Resources 1 2 3 4 5
Accuracy of Information 1 2 3 4 5
Quality of Thought 1 2 3 4 5
Presentation Effectiveness 1 2 3 4 5
Authenticity of Role 1 2 3 4 5
Efficient Use of Time 1 2 3 4 5




Finding a Voice

A Language Arts Unit on Writer’s Voice

Unit Developer: Holly L. Hertberg ———

Introduction

This two- to three-week unit focuses on developing students’ understanding of
voice in writing, with an eye toward creating fluid and more powerful writers. Stu-
dents explore the elements and function of voice in both their own and published
writers” work. Through a focused study of a wide variety of professional writers’
voices, students develop and apply a set of principles to guide the effective use of
voice in their own writing.

The unit begins with an exploration of the sound of writing, examining the con-
nections between music and writing to illustrate how rhythm and tone can be cre-
ated through words. Students consider, through analysis of the writing of
professional essayists, poets, and fiction writers, what makes these individual writ-
ers’ voices unique. Students next examine how word choice, tone, and rhythm con-
tribute to a writer’s voice, and then apply these understandings to their own writing.
At the end of the unit, students choose from a variety of product assignments to
apply their understanding of the elements and function of voice.

Throughout the unit, students respond to a series of woven journal prompts
designed to illustrate the powerful connections that exist between their lives and the
literature with which they are engaged. These journal prompts provide an illustra-
tion of how readers interact with texts in unique ways (according to their personal
experiences and backgrounds). They are tied to the concept of voice in writing in
that they illuminate for students the validity of using personal experiences as the
basis of thinking—and writing—about important ideas.

This unit works well for students with special education Individual Educational
Plans (IEPs). There is enough flexibility in the way students work to allow the class-
room teacher (or a special education specialist) to work easily with students on
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basic writing and vocabulary goals. For example, it’s natural to talk about descriptive
words as a part of voice and to have students practice description as a part of their work
with the concept. It’s also easy to have all students draw on their own experiences in this
unit as they set personal goals for writing and collaborate with a variety of peers to
achieve these goals. You’ll note that the key concepts and principles on which the unit is
based apply to all learners.

Teacher Reflections on Designing the Unit

I have found that this unit works really well when used near the beginning of the year.
Calling attention to voice is a crucial way of letting students know that their individual
voices are valued in the classroom and that each voice is necessary to bring richness and
texture to the learning in which they are all engaged. Certainly, students will not master
the concept of voice in this unit; mastery may take years, as voice is an incredibly com-
plex and difficult concept. However, this unit provides students with the beginning of a
common literary vocabulary. It also allows students to explore their own and each other’s
backgrounds; allows them to recognize their own and others’ areas of knowledge and
expertise; and shows them that their voices have an authority in the classroom—an
authority their classmates and I acknowledge, value, and seek.

Language Arts Standards Addressed

e The student will read a variety of fiction and nonfiction and

— Describe how the author’s voice elicits emotional response from the
reader.

— Compare and contrast authors’ voices.

e The student will read and write a wide variety of poetry and describe how word

choice, thythm, and tone elicit a response from the reader.

e The student will write narratives, descriptions, and explanations and
— Use a variety of planning strategies to generate ideas.
— Select vocabulary to enhance the central idea, tone, and voice.

Unit Concepts and Generalizations
Voice (main concept), Rhythm, Style, Tone
e A writer’s voice is unique and personal.
e A writer’s background, culture, and experiences contribute to the uniqueness and
power of his or her voice.
¢ A powerful voice is a crucial component of effective, compelling writing.
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Unit Objectives
As a result of this unit, the students will know

Vocabulary related to voice, including tone, word choice, and rhythm.
What makes a writer’s voice unique—the components of voice in writing.
How to create and use a rubric.

As a result of this unit, the students will understand that

Rhythm, tone, and word choice contribute to a writer’s voice.

A writer’s voice is unique and personal.

A writer’s background, culture, and experiences contribute to the uniqueness and
power of his or her voice.

A powerful voice is a crucial component of effective, compelling writing.

As a result of this unit, the students will be able to

Describe how an author’s voice elicits emotional response from a reader.
Compare and contrast writers’” voices, including their own, those of their class-
mates, and those of published writers.

Use rhythm, tone, and word choice in their own writing to elicit a response from a
reader.

Use the works of published writers as a model for their own writing.

Use a variety of planning strategies to generate ideas for writing.

Select vocabulary to enhance the central idea, tone, and voice of their writing.
Connect the concept of voice/style in writing to the concept of voice/style in other
disciplines.

Synthesize information to construct new concepts.

Instructional Strategies Used

¢ Flexible grouping ¢ Independent projects

e Mini-lessons for review ® Peer critiques

® Rubric assessment e Self-evaluation

e Tiered assignments e Varied product assignments

Sample Supporting Materials Provided

Sample # Title Page
4.1 Independent Project Guidelines 137
4.2 Independent Project Checklist for Success 138
4.3 Culminating Product Assignments 139
4.4 Culminating Product Assignment Checklists 144

4.5

for Success
Oral Narrative Assignment 148
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Unit Overview

LESSON
Preparation
Unit

Alternative

Independent
Project

2-3 weeks

LESSON 1

Introduction

1 class period

LESSON 2

The Sound
of Music

2 class periods

WHOLE-CLASS COMPONENTS

Pre-assessment

Journal Prompt 1 and response
discussion
20 minutes

Introduction to the unit
10 minutes

Informal interest and resource
inventory
10 minutes

Discussion of the culminating product

assignment
10 minutes

Journal Prompt 2 and response
discussion
15 minutes

Presentation/journal responses to
various pieces of music
20 minutes

Presentation/discussion of the ele-
ments of musical style
10-15 minutes

Small-group sharing of journal
responses
15 minutes

Brainstorming of a class list of
distinguishing musical elements
10 minutes

DIFFERENTIATED COMPONENTS

Alternate independent project assign-
ment based on readiness (independ-
ent study skills, reading, and writing)

Products differentiated by interest
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LESSON

LESSON 3

The Sound
of Writing

2 class periods

LESSON 4

Writers’ Voices

2 class periods

LESSON 5

Oral
Narratives

12 class periods

WHOLE-CLASS COMPONENTS

Introduction and explanation of the
oral narrative assignment
10 minutes

Planning time for the oral narrative
assignment
20-30 minutes

Journal Prompt 3 and response
discussion
15 minutes

Discussion and listing of insights
gained
15-20 minutes

Project work
30 minutes

Pre-assessment (optional)
10 minutes

Journal Prompt 4 and response
discussion
20 minutes

Sharing of student writing
15-20 minutes

Journal Prompt 5 and response
discussion
15 minutes

DIFFERENTIATED COMPONENTS

Optional mini-lesson on interviewing
techniques
20-30 minutes

Group reading and discussion based
on reading readiness
30-40 minutes

Mini-lesson for struggling learners on
the elements of writing
30 minutes

Poetry reading activity based on
readiness
10-15 minutes

Small-group work on voice based on
readiness
30-45 minutes
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LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Self-selected small-group sharing and
discussion of oral narratives
3040 minutes

Creation of class rubric for writer’s

voice
3040 minutes
Homework using class rubric to eval-
uate reading (based on interest)
20 minutes
Journal Prompt 6 and response
LESSON 6 discussion

15-20 minutes

Discussion and refinement of class
rubric on writer’s voice
30 minutes

Tying It Up 2V 0000

Discussion of product assignment
progress
10-15 minutes

2 class periods )
Peer feedback on product assignment

plans, grouped by readiness
40-50 minutes

Independent work on products and
LESSON 7 peer feedback opportunities
2-3 class periods

Working on
Products

2-3 class periods

Sharing and discussion of products
LESSON 8 2-3 class periods

Product
Presentations

2-3 class periods
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Unit Description and Commentary

Preparation

DESCRIPTION

Pre-assessment. Prior to beginning this unit, pre-assess the
students’ use of voice in their writing.

Unit Alternative

DESCRIPTION

* Alternate independent project assignment based on readi-
ness. Students whose pre-assessments indicate that they have
a strong command over voice in writing will complete this
assignment as an alternative to the majority of regular unit
work (see Sample 4.1, Independent Project Guidelines, page
137). These students should, however, participate in the regu-
lar woven journal prompts.

Distribute and discuss the Independent Project Checklist for
Success (see Sample 4.2, page 138).

LESSON 1 Introduction

LESSON SEQUENCE AND DESCRIPTION

Guiding question: What does it mean to have a voice?

The purpose of this lesson is to introduce unit concepts and
develop an understanding of students’ strengths/interests in
relation to the unit.

Journal Prompt 1 and response discussion. As students
come into class, ask them to get their journals and to respond
to the following prompt:

Independent Project

TEACHER COMMENTARY

For this pre-assessment, I looked at a
few samples of student writing. Don’t
rely upon just one piece of writing.

(2-3 weeks)

TEACHER COMMENTARY

The alternative unit assignment
requires a high level of independent
study skills. Students assigned to this
project should be strong in this area
and should be advanced writers and
readers. Nonetheless, these students
will need and benefit from teacher
time and attention as they work. They
should receive coaching and direction
from the teacher, as should all stu-
dents in the class.

Providing students with a checklist
for success clarifies the teacher’s
expectations for the independent pro-
ject and its final product and helps
promote student self-assessment.

(1 class period)

TEACHER COMMENTARY

[ like to begin each lesson by provid-
ing students with a guiding question,
written on the board. It helps
them—and me—to focus on the pur-
pose of the lesson.
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LESSON SEQUENCE AND DESCRIPTION

What does it mean to have a voice? What do we gain by hav-
ing a voice? How does having a voice give us power? What
would it be like not to have a voice?

Students should discuss their responses to the journal prompt
as a large group, developing a classwide preliminary under-
standing of what voice is and why it matters.

Introduction to the unit. Explain to students that over the next
few weeks, they will be working on developing their own voices
as writers by studying music, art, literature, their own writing,
and the stories of their family members. Let them know they will
be studying the sound of writing. Introduce immediately the gen-
eralizations that will inform the rest of the unit:

e A writer’s voice is unique and personal.

e A writer’s background, culture, and experiences contrib-
ute to the uniqueness and power of his or her voice.

e A powerful voice is a crucial component of effective,
compelling writing.

Informal interest and resource inventory. Ask students if
any of them know a lot about a particular musical form or
musical instrument, and if any of them have any particular
interest in music. If so, tell those students that tomorrow’s les-
son deals with music, and that their knowledge would be wel-
comed to add depth to the discussion.

Ask students if they or their parents know any artists, musi-
cians, or writers who live in the area. Keep a record of the
names of these possible resources for students who may
choose to include interviews of experts in their final products.

TEACHER COMMENTARY

This series of woven journal prompts
continues throughout the unit. Its
purpose is to encourage students to
mine their experiences to identify pos-
sible topics for future writing projects.
Even if students don’t choose to pur-
sue one of these topics for the unit’s
final product, the process will give
them ideas for later writing projects.
This particular journal prompt also
serves the purpose of getting students
in touch with what they know—with
the idea of beginning writing from a
point of authority. (We are all great
authorities on ourselves!) Students
who need scaffolding can audiotape
their journal prompt responses. In
addition, prompts can be easily modi-
fied for students with IEPs.

Make certain to emphasize through-
out the unit that writers’ own experi-
ences are often the substance of their
writing—whether they’re writing fic-
tion or critical essays. Stress to stu-
dents how important their areas of
expertise are—not only to their writ-
ing, but also to the classroom knowl-
edge base.

It’s a great idea to find out at the
beginning of the unit what particular
talents and interests students have
that the unit could tap into. It is also
important to identify students’ areas
of expertise so that you can involve
“experts” in broadening the knowl-
edge of their fellow students.

Compiling a database of available
resources/contacts/experts is invalu-
able. These experts may be able to
come in to talk about their experiences
as professionals. Even if they don’t visit
during this unit, they may be useful
resources later on in the year.



UNIT 4: FINDING A VOICE

LESSON SEQUENCE AND DESCRIPTION

Discussion of the culminating product assignment. Tell stu-
dents that if they are really interested in music, they should
consider pursuing it further in their unit product. Also men-
tion that for students who are interested in art, there is a simi-
lar product assignment.

TEACHER COMMENTARY

I wanted students to start (and con-
tinue!) thinking about their final
product assignment now, as many of
the products required interviews and
advanced planning.

Let students look over the four options for the Culminating *I developed these particular product

Product Assignment (collected in Sample 4.3, beginning on
page 139). Ask students to start thinking about which product
they would like to complete. Tell those who think they might
choose Product Assignment 1, 2, or 4 that they should start as
soon as possible, as their products involve making appoint-
ments with other people.

Distribute and discuss the Culminating Product Assignment
ChecKlists for Success (collected in Sample 4.4, beginning on
page 144).

LESSON 2

LESSON SEQUENCE AND DESCRIPTION

Guiding question: What makes individual pieces of music
unique?

The purpose of this lesson is to help students develop an
understanding of what makes music unique—an understand-
ing that they can apply to their own and others’ writing.

Journal Prompt 2 and response discussion. Open the lesson
by asking students to respond to the following prompt:

Make a list of your most memorable personal experiences.
Just keep listing them! You don’t have to give details; just be
clear enough so that when you look back at this list, you’ll
know what you meant.

The Sound of Music

assignments to allow students to
investigate the concept of voice
through a variety of lenses. Although
the products are differentiated accord-
ing to interest, all require students to
engage in thoughtful consideration of
how individual authors create and
develop a voice as well as the ways in
which an author’s experiences affect
the development of his or her voice.
Additionally, when I was designing
these product assignments, I wanted
students to produce something they
could share with the class to broaden
the whole class’s understanding of
the unit concept.

I included the various checklists for
success because I have found the
quality of products improves when
students have the opportunity to
self-assess before turning the products
in.

(2 class periods)

TEACHER COMMENTARY

In this prompt, I wanted students to
begin brainstorming a list of rich per-
sonal experiences from which they
will draw in later lessons.



DIFFERENTIATION IN PRACTICE

LESSON SEQUENCE AND DESCRIPTION

When the journaling time is up, ask students who feel com-
fortable doing so to share their memorable personal experi-
ences with the class.

Presentation/journal responses to various pieces of music.
To introduce students to the concepts of rhythm, style, and
tone (all of which are important in developing a strong writ-
ing voice), play a variety of musical selections—classical,
jazz, salsa, rap, hard rock, folk, new age, and so forth.

Ask students to respond in their journals to each of the selec-
tions while they are listening to them. Provide this prompt:

What does this selection remind you of? What pictures/scenes
does it create in your head? Imagine that this is a soundtrack
to a movie. What’s going on in the movie right now?

Presentation/discussion of the elements of musical style.
Next, play two very different types of music, one right after
the other—perhaps classical and rap, folk music and
jazz—and ask students to point out how the pieces are differ-
ent from one another. What are the specific elements that
make them different?

Small-group sharing of journal responses. Students assem-
ble in small groups to share what they visualized during the
musical selections and to discuss the elements that distin-
guish one type of music from another.

Brainstorming of a class list of distinguishing musical ele-
ments. After students have discussed their ideas in small
groups, have them share with the whole group their ideas
about what specific elements make one genre of music differ-
ent from another. Ask one person to be the class recorder and
to keep track of the list of elements the class generates.

TEACHER COMMENTARY

Play each selection of music long
enough for students to get a feel for
its rhythm, style, and tone and then
to record their responses in their jour-
nals. You don’t need to play entire
songs, but short snippets aren’t suffi-
cient to give students a sense of
music that may be unfamiliar to
them.

This comparison works best when
there is a strong juxtaposition of
music types. You may want to ask
students what they think would clash
the most and play the selections they
suggest.

Divide students into heterogeneous
groups, making sure to evenly distrib-
ute music “experts” if possible. Move
between groups to validate their find-
ings, pose questions to further their
thinking, and keep them on task.

Because some students will be pursu-
ing the elements of music that con-
tribute to style in greater depth (and
presenting those findings to class), it
is not necessary here to use the cor-
rect musical terms to describe what
students noticed when they were lis-
tening to the music, although you cer-
tainly may do so. (You may wish to
consult the music specialist on your
faculty for this information.)



UNIT 4: FINDING A VOICE

LESSON SEQUENCE AND DESCRIPTION

Introduction and explanation of the oral narrative assign-
ment. Distribute the instruction sheet for the Oral Narrative
Assignment (see Sample 4.5, page 148). Explain to students
that they will work on this task at home and that it will be
due in one week. Go over the assignment, emphasizing that
we write best about what we know. Our families are often the
things we know best, so that’s a great place to start.

*Optional mini-lesson on interviewing techniques/Planning
time for the oral narrative assignment. A quick mini-lesson
on interviewing techniques may be appropriate here, depend-
ing on student need. These skills are required to complete the
homework assignment, and many students will also be inter-
viewing people as part of their final products.

Students who already know how to conduct interviews may
begin working on prompts to extract narratives from a family
member.

LESSON 3

LESSON SEQUENCE AND DESCRIPTION

Guiding question: What makes a writer’s voice unique?
What do the sound of writing and the sound of music have
in common?

This lesson has two purposes: 1) to help students make con-
nections between the sound of music and the sound of writ-
ing, and 2) to expose students to a variety of effective writers
from a wide diversity of cultural backgrounds.

The Sound of Writing

TEACHER COMMENTARY

The most important thing is for stu-
dents to brainstorm about what
makes different styles of music sound
different from one another—beat,
rhythm, instrumentation, tempo,
mood, etc. Later, in Lesson 3, stu-
dents will compare this list to parallel
elements in writing, so it is important
to generate lots of ideas.

This assignment requires students to
interview a family member. For stu-
dents whose family members do not
speak English, recording and tran-
scribing the interview in their native
language is fine—and, in fact, will
expose other students to the different
rhythms of other languages and
prompt deeper discussion.

I held this mini-lesson after the dis-
cussions of the culminating product
assignment and the oral narrative
assignment because I wanted stu-
dents to understand why they needed
to know interviewing techniques.

(2 class periods)

TEACHER COMMENTARY

In this lesson, students apply the
understanding they’ve developed
about the differences in musical gen-
res by comparing differences in musi-
cal genres to differences in writing.



DIFFERENTIATION IN PRACTICE

LESSON SEQUENCE AND DESCRIPTION

Journal Prompt 3 and response discussion. Open the
lesson by asking students to respond to the following
prompt:

Go back to the list of memorable experiences you made
yesterday. Choose the two that you can remember most
clearly. Write down everything you know about these expe-
riences. Look around in your memory and include as much
detail as you can. Who was there with you? When was it?
What was it like outside (or inside, depending upon where
you were)? How did you feel? What was going on around
you? What were other people doing? What sensory infor-
mation can you recall—any particular images, sounds, tac-
tile sensations?

Allow students who wish to do so to share a portion of their
descriptions with the class.

Tell students that today they will be “listening” to writing.
Their goal is to hear how each writer sounds different from
the others and identify why each writer sounds different from
the others. Tell students that these unique sounds are called
voices.

*Group reading and discussion based on reading readiness.

Divide students into three groups to read passages written by
a wide variety of published writers. Give each group a differ-
ent set of passages, which are differentiated according to the

students’ facility with reading.

TEACHER COMMENTARY

In this prompt, students begin a
detailed analysis of two personal
experiences. [ wanted students to get
in the habit of using information gath-
ered through all five senses to
enhance their descriptions.

Make group assignments based on
student facility with reading. All
groups will be engaged in responding
to the same questions, but their read-
ing material will be different. It is pos-
sible to use the same authors for the
different groups, simply by choosing
more or less complex passages from
their works. Also, note that using
writers from a variety of cultural and
ethnic backgrounds is crucial to this
assignment, as it gives richness to the
variety of voices students will
encounter. Some writers I’d recom-
mend for the richness of their voices
as well as the variety of their back-
grounds include Sandra Cisneros,
Gabriel Garcia Marquez, Toni
Morrison, Langston Hughes,

James Thurber, Garrison Keillor,

and Mark Twain.
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LESSON SEQUENCE AND DESCRIPTION

Group 1: Struggling Readers

Students listen to a series of passages from books-on-tape.
Select passages from writers who have particularly strong and
distinctive voices and who are from diverse ethnic and cul-
tural backgrounds.

Group 2: On-grade Readers

Students take turns reading aloud selected passages by writers
who have particularly strong and distinctive voices and who
represent a variety of ethnic and cultural backgrounds.
Because students are reading aloud, these passages should
not contain too many unfamiliar vocabulary words or compli-
cated sentence constructions.

Group 3: Advanced Readers

Students take turns reading aloud selected passages by writers
who have particularly strong and distinctive voices and who
represent a variety of ethnic and cultural backgrounds. These
readings should be challenging, but not so challenging that
students cannot pick up the music of the language.

When the readings are complete, ask groups to discuss the
following questions about each of several passages of their
choice:

1. What immediately struck you about the way this writer’s
voice sounded? Explain why you felt as you did.

2. Judging from this writer’s voice, if this writer were an ani-
mal, what kind would he or she be? Why? Quote a line or
a couple of lines that made you think this.

3. Which type of music that you listened to in class (or know
from experience) did this passage remind you of? Why?
What’s similar? What’s different?

4. How does rhythm in writing work differently from rhythm
in music? How do they work similarly?

Discussion and listing of insights gained. Students reassem-
ble as a large group and discuss what they discovered about
the relationship between a writer’s voice and music.

TEACHER COMMENTARY

Here, I wanted students who were
struggling readers or who were in the
beginning phases of learning English
to encounter the richness of the writ-
ers’ voices without the distraction of
decoding.

On-grade readers may read the same
passages that the students in Group 1
are listening to, or you may choose to
have them read more complex pas-
sages.

Students in this group should be very
comfortable reading challenging
material aloud.

Whenever I ask students to work in
groups, I make sure to have individ-
ual task cards prepared for each
group. I often color-code these task
cards to make it easy for me to iden-
tify which card belongs to which
group. This way, I don’t have to
waste the whole group’s time by giv-
ing directions for each separate group.

Here, you may want to solicit addi-
tional information from students who
know a lot about music, particularly if
these students are generally quiet dur-
ing class discussions. Knowledgeable
students may be able to make really
interesting and unexpected connec-
tions between music and the ele-
ments of writing.



DIFFERENTIATION IN PRACTICE

LESSON SEQUENCE AND DESCRIPTION

Have yesterday’s recorder write the brainstormed list of musi-
cal elements (see Lesson 2) on the board. Ask students to
match an element of writing to each of the identified elements
of music, and write the writing element next to the matching
musical element on the board. (For example, students might
say that beat in music is like syllables in writing.) Remind stu-
dents that it is the unique way these elements are used that
makes one writer’s voice distinguishable from another’s. Tell
students that some of their classmates are pursuing this rela-
tionship in greater depth for their culminating product, and at
the end of the unit, they will present their findings to the class.
Ask another student to be class recorder and to take down the
list when it is finished. This list will serve as the foundation for
the class rubric on writer’s voice (see Lesson 5).

If the class is having difficulty coming up with a variety of ele-
ments of writing, prompt them by reading a passage and ask-
ing them specific questions to further their thinking. Here are
several recommendations for discussion starters:

e What about the writer’s word choice struck you? Is it dif-
ferent than the other writers you’ve read recently? How?
What are some of the different ways that writers can
choose words to develop a voice?

¢ Listen to the way the writer uses sentence lengths. When
does he or she use short sentences? How about long
ones? Sentences of alternating lengths? What do these
different sentence lengths accomplish?

e What is the tone, or mood, of this piece? How do you
know that? How does that contribute to this writer’s
voice and make it unique?

*Mini—lesson on the elements of writing/Project work. If

only a few students are struggling with these concepts, hold a
mini-lesson while the other students work on formulating an
idea for their final product.

LESSON 4 Writers’ Voices

LESSON SEQUENCE AND DESCRIPTION

Guiding question: How do we apply what we’ve learned from
other writers to create powerful voices in our own writing?

TEACHER COMMENTARY

You will get a sense of whether the
class is struggling by the students’
silence, their looks of confusion, or
their off-the-mark responses.

You might want to contrast Shel
Silverstein with Robert Frost as an
example.

Because these are relatively abstract
concepts, it is important to determine
if there are some students who are
confused, and then, to work through
the concepts with them in a more
applied, concrete manner.

(2 class periods)

TEACHER COMMENTARY

Students will be transferring what
they’ve learned from studying other
writers’ writing to their own writing.
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LESSON SEQUENCE AND DESCRIPTION

The purpose of this lesson is to expose students to a wide
variety of poetry and to reading poetry for pleasure and to
give them the opportunity to apply and reinforce their under-
standings about the elements of voice in their own writing.

Pre-assessment (optional). Before beginning this lesson, you
may wish to do a quick written assessment of students’
understanding of voice and its components by having stu-
dents write about what elements contribute to a writer’s voice
and how they would define these elements.

*Poetry reading activity based on readiness. Divide the class
into two groups according to poetry reading readiness. Each
group should have access to a large number of poems

For readers who struggle with poetry, choose poems that are
grade-level appropriate and have vibrant but easy-to-decipher
language and images. For the more advanced poetry readers,
search for poems that are slightly less straightforward, but still
relatively easy to decode, again focusing on those with vibrant
language and images.

The purpose of this exercise is not for students to analyze the
poetry, but instead to read the poems for enjoyment and to
listen to their rhythms. Ask students to look through the col-
lection of poems and find the line that they like best.

Journal Prompt 4 and response discussion. When students
have located their favorite line, they should respond to the fol-
lowing journal prompt:

Write down the line of poetry that you liked best (as well as
the name of the poem and the poet from which it came so
you can find it later). What about this line do you like? How
would you describe the poet’s voice in this line? How did you
identify the poet’s voice (that is, what elements of writing did
he/she use to create his or her voice?) (Check our class list!)

Invite students to share their responses in pairs.

TEACHER COMMENTARY

A poetry reading activity serves as the
jumping-off point for the day’s jour-
nal prompt. Remember that students
working on the independent project
assignment are also participating in
the woven journal prompts, and so
should be included in the poetry read-
ing exercise as well.

This pre-assessment is probably best
given at the beginning of class, before
students get into their poetry reading
groups, so that you may look over the
assessment while students are
engaged in reading poetry and writing
in their journals.

Make your group assignments based
on your knowledge of students’ past
experiences with poetry—or their
understanding of other complex and
abstract material.

Be sure to provide a wide variety of
poetry for each group.

From time to time, remind students
that they are reading for pleasure, not
for analysis.

I wanted students to note the differ-
ences and similarities between the
use of voice in poetry and prose and
to begin to analyze what it is about
voice that attracts the reader.



DIFFERENTIATION IN PRACTICE

LESSON SEQUENCE AND DESCRIPTION

*Small—group work on voice based on readiness. At this

point, students should be ready to practice playing around
with sentence length, word choice, tone, and rhythm in their
own writing.

Divide the class into two readiness groups. Assign students
who seem to be struggling with the concept of voice to Group
1, which will review the concept and work on a structured
application of voice. Assign students who seem to be grasping
the concept well to Group 2, where they will work on a less
structured application.

Group 1: Students Struggling with the Concept of Voice

Work closely with students to read and analyze a short piece
of fiction, nonfiction, or poetry (their choice) to identify tone,
word choice, and rhythm and how these elements contribute
to a writer’s voice. Then have the students practice using
these different elements to develop different voices. Have
them respond to the following questions:

1. If a turtle could write, what do you think his tone would
sound like? What would the tone of a bear sound like? An
alligator? A hyena?

2. What kind of words do you think an elephant would use?
(Long, short, hard-to-understand, simple, funny, polite,
rude?) What about a hippopotamus? A pig? A goat?

3. What kind of sentences would a woodpecker use? (Long
and involved? Short and to the point? A combination?)
What about an owl? A jackrabbit?

4. Now choose an animal—one of the ones mentioned above
or one of your own choosing—and write a paragraph about
anything you think that animal might be interested in,
using the tone, word choice, and sentence construction (or
rhythm) that you think that animal would use. You are try-
ing to recreate that animal’s voice.

Group 2: Students Who Seem to Grasp the Concept of Voice
Direct students to use what they know about what contributes
to a writer’s voice (appropriate use of tone, sentence con-
struction, and word choice) to do the following:

1. Think about what the voice of thunder might sound like.
What about a light rain? A gentle breeze? A big gust of
wind? Molasses? Diamonds?

TEACHER COMMENTARY

Work with Group 1 students as a
whole group, explaining in detail
what tone, word choice, and sentence
construction mean. Read passages out
loud to students and point out places
where the writer varies sentence
length and construction and word
choice to create a tone.

I chose animals here, but you can use
almost anything—types of cars, TV
characters, buildings, and so forth.
Chose your topic according to the
dynamics of the group, or let the stu-
dents choose.

Students in Group 2 should work on
their assignments independently. If
any express confusion over the
assignment, have them join Group 1,
as they may need clarification on
goals and terms.
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LESSON SEQUENCE AND DESCRIPTION

2. Write a short paragraph or poem, using the voice of one of
your favorites from above (or of your own creation), about
any topic you think that thing would be interested in writ-
ing about. Remember, you are writing as though you are
this thing—use the first person.

Sharing of student writing. After students have completed
the assignment, have volunteers share what they wrote with
the rest of the class. Ask students to think about—and share,
if they wish—which animal or thing’s voice most resembles
their own and why.

Remind students that their oral narratives are due the follow-
ing day.

LESSON 5 Oral Narratives

LESSON SEQUENCE AND DESCRIPTION

Guiding question: What do oral narratives have to teach us
about voice in writing?

The purpose of this lesson is to explore the similarities and
differences between spoken and written voice, to deepen
understanding of the elements of a writer’s voice, and to
develop a preliminary rubric.

Journal Prompt 5 and response discussion. Open the lesson
by asking students to respond to the following prompt:

Look at the two memorable experiences you identified as your
favorites from the list in your journal. Choose the one you
would most like to write about. Think (and write) about why
this memorable experience means so much to you. How did it
help shape you into who you are today?

Conduct a class discussion of why certain events are more
memorable than others.

Self-selected small-group sharing and discussion of oral
narratives. Students break into self-selected small groups and
read their oral narratives to each other. After all narratives
have been read, students should discuss in their small groups
the differences and similarities between the many voices they
heard. Next, they should analyze the oral narratives to see
what patterns they notice in oral language that they did not
notice in written language.

TEACHER COMMENTARY

(12 class periods)

TEACHER COMMENTARY

Oral narratives help students hear the
different rhythms of people’s spoken
voices—which can help students
identify the value of their own stories
and their own voices in their writing.
It’s also important for students to con-
sider how oral language differs from
written language and to think about
why the two forms of communication
are so different.

This prompt directly relates to the
unit generalizations about the rela-
tionship between a writer’s back-
ground and his or her voice.

As they listen to the various voices, ask
students to consider the wide variety of
stories people have to tell and the differ-
ent ways in which they tell them. Also
tell them that oral language and written
language have different conventions,
and ask them to think about what these
may be and why:.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Creation of class rubric for writer’s voice. Students reassem-
ble as a large group to reexamine the class list of elements of
style in writing that correspond to elements of style in music.
Encourage students to add or delete items that no longer seem
to fit. During this discussion, use questions like the following
to prompt students’ exploration of the differences between
speaking and writing:

e Why is writing sometimes harder than speaking?

e When is it harder to speak than to write?

e Do we speak for different reasons than we write? What
are the purposes of each?

¢ How might these different purposes affect the conven-
tions for each?

Students should adjust the list of characteristics of a writer’s
voice to reflect what they discover during this discussion.
When they feel satisfied with the list, guide them in creating a
descriptive rubric (e.g., powerful voice, adequate voice, whis-
per) to assess a writer’s use of voice in a piece of writing. Tell
students to jot down the rubric in their notebooks, as they
will be using it for their homework.

*Homework using class rubric to evaluate reading (based Tell students to choose to read some-
on interest). Students choose their own reading to do for thing they enjoy; it doesn’t have to be
homework. Their task is to consider the voice of the piece as “school reading.”
they read, apply the rubric, and assign a grade.

LESSON 6 Tying It Up (2 class periods)

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Guiding question: How do we decide what makes voice
powerful?

The purpose of this lesson is to help the students to refine
their rubric and to assign support teams for culminating
products.

Journal Prompt 6 and response discussion. Open the lesson It is important that students see and
by asking students to respond to the following prompt: feel the connection between writing
and the concepts of self-discovery or

Look at the line of poetry that you wrote down in response to .
boeHy 4 p self-understanding.

Journal Prompt 4. Then reread your response to Journal
Prompt 5 about why the memorable experience that you
chose means so much to you. What connections do you see
between the line of poetry that you chose and the memorable
experience (and its meaning for you) that you wrote about?
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LESSON SEQUENCE AND DESCRIPTION

Write about this connection—think deeply about it! What do
you think this connection means? What does this connection
tell you about yourself? What new insights about yourself and
this experience do you have?

Ask willing students to share their new insights.

Discussion and refinement of class rubric on writer’s voice.
Have students share what they read the night before, com-
menting on what they thought of the voice in the selection
and how the voice rubric worked as a tool to think about the
selection. What do students feel should be added to the rubric
to make it more useful? What are some weaknesses of the
rubric? How does it need to be adjusted before using it to
grade student work?

Provide guidance as necessary to help students refine the
rubric.

Discussion of product assignment progress. By this point,
all students should have decided which Culminating Product
Assignment they would like to pursue (see Sample 4.3, page
139). Go around the room and ask students what they have
decided to do and what progress they have made so far.

*Peer feedback on product assignment plans, grouped by
readiness. Based on student responses, divide the class into
three groups, differentiated according to student status relative
to thinking about/working on their products:

e Group 1 should consist of students who know what they
would like to do and have begun working on their
products.

e Group 2 should consist of students who are pretty sure
of what they want to do, but have not started work on
their products.

e Group 3 should consist of students who are unsure of
what they want to do for their culminating product
assignment.

Once students are in their groups, distribute guidelines for
their feedback sessions.

TEACHER COMMENTARY

The point is to have students refine
the voice rubric so that it will be a
more useful tool for examining their
own writing. Explain that this rubric
will be used throughout the year to
evaluate their use of voice in their
writing—with modifications, of
course, as the year continues and the
class understanding of voice becomes
more refined.

Type up the final version of this rubric
and hand it out to the students during
the next class session.

Tell students that they are sharing
their ideas for product assignments to
help them clarify their own thinking
about their projects and get ideas
from other people. Tell them that they
may solicit advice/help from other
students and allow time for this.

It is useful for students to hear from
classmates at all progress stages, but
it is also useful for them to work (and
partner with) other students who are
at or near the same stage they are.
With this approach, groups and part-
ners can serve as a peer supports for
one another throughout the product
completion stage.
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LESSON SEQUENCE AND DESCRIPTION

Group 1

Group 1 students should pair up and talk briefly about the
products they’re working on—how they are progressing, what
they are doing, and what challenges they are facing. In pairs,
students should devise time lines for completing their prod-
ucts. Check in briefly with Group 1 students to see if they
need any guidance or questions answered, then let them con-
tinue working on their products.

Group 2

Pair students and have them talk with one another about
what they think they would like to do. You should model for
students the types of questions to ask of each other to clarify
their thinking about their products—questions that ask for
specific information. For example:

e “That idea sounds interesting. How do you imagine the
end product looking? What steps would you need to take
to get there?”

e “What challenges are you facing in thinking about how
to complete this project? How might you get past these
challenges?”

® “What resources are you going to need? Where can you
get those resources?”

In pairs, students should construct time lines for their
projects, all the way through product completion.

Group 3

Have students meet as a group. Each student should list the
product options that appeal to him or her, and briefly discuss
the reasons for their uncertainty. Some students may express
a need for time to think on their own; they may opt out of the
group discussion time. This time (spent either in discussion
with the group or thinking alone) may spark a decision in
some students. Afterward, you should meet individually with
students who are still unsure to discuss their options and to
lay out steps they will need to complete the product. Once
students have chosen a product, assign them a partner to
develop time lines for completion of their products. Students
who need a great deal of structure should develop their time
lines with you.

TEACHER COMMENTARY

Assigning partners within this group
gives students a sounding board and
a guide, and makes the process of
completing the project less over-
whelming. You may want to model a
few sample partner conferences prior
to dividing up the groups to give stu-
dents an idea of how to conduct these
conferences themselves.

It is particularly important to have
students in Groups 2 and 3 develop
realistic time lines. While students
will be creating time lines with part-
ners, you may want to ask students to
share these time lines with you to
make sure that they are viable and
contain all the necessary steps. The
time lines can serve as a “contracts”
between you and individual students.

The fact that the current product
choices allow work in several modali-
ties, including oral tradition, makes
them appropriate starting places for
most students. However, students
with IEPs who cannot work effec-
tively with the current product assign-
ments can work on writing or other
language tasks appropriate to their
goals. You can work with the students
individually or in a small group, as
can the special education specialist.
The process we use with these stu-
dents is very much like that used with
all students. There are also opportuni-
ties for these students to share their
work with peers. The four product
options are also easy to modify for
students with particular learning
needs.
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LESSON 7

LESSON SEQUENCE AND DESCRIPTION

Guiding question: How do writers benefit from both
self-reflection and peer reflection on their work?

The purpose of this lesson is to give students time to develop
their products, to help them develop their time management
skills, and to foster a feeling that the class is a community of
writers working together.

Independent work on products and peer feedback opportu-
nities. Reserve class time each day for students to share their
progress with other students. On these occasions, begin class
by going quickly around the room and having students tell
what they are doing, what challenges they are facing, and so
forth.

It’s wise to alternate whole-class and small-group feedback
sessions. Invite students working on the independent project
assignment to join the class for these feedback sessions.

LESSON 8

LESSON SEQUENCE AND DESCRIPTION

The purpose of this lesson is to allow students to share their
products and (if you desire) to help them devise a plan for
where they might take their products next.

Sharing and discussion of products. Students, including
those students who completed independent project assign-
ments, share and discuss their products either in a
whole-class format (where, depending on class size, each stu-
dent might have five minutes or so to present an important
part of what he or she has discovered, learned, and created)
or in small “sharing and response” teams of five or six stu-
dents.

You (or the students) might also identify other appropriate
audiences for student products, and elect to share with those
groups rather than with class members. For example, students
who created children’s books may want to read their books at
a local school or childcare center.

Working on Products

Product Presentations

(2-3 class periods)

TEACHER COMMENTARY

Hearing about their classmates’ prog-
ress and setbacks helps students to
maintain focus, get ideas for their
own products, and gain insight about
how to manage their time. I like using
feedback sessions because they pro-
vide students an opportunity to artic-
ulate their thinking before an
audience, which often can help them
clarify ideas they’re struggling with.

(2-3 class periods)

TEACHER COMMENTARY

It is extremely important that all stu-
dents share at least a portion of their
final product with the class. This way,
students do not think of the teacher
as the only audience for their work.
To some students, small-group shar-
ing may seem “safer” than
whole-class sharing. Small-group
sharing also saves time. If you use the
small-group format, I suggest provid-
ing each group with sample follow-up
questions for a brief discussion after
each student shares his or her work.
Another option is to appoint a student
with strong group leadership skills to
act as a lead discussant.
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Teacher Reflection on the Unit

What I like best about teaching this unit is the students’ reactions to it. At first, they are
reluctant to accept that they can use their own experiences as the foundation for their
in-school writing, but once they do, their writing blossoms! Freed from writing about
what they think their teacher expects and in the style that they think the teacher expects,
students write more naturally, more powerfully, and more colorfully. An additional bene-
fit that arises from this unit is that students become more aware of their own and other
students’ personal histories and cultures and the influence that these backgrounds have
on individual perspectives.

Having students choose from a variety of product assignments has its advantages
and disadvantages. The students love having options, but it forces me to be much more
organized and to keep clear and up-to-date records of what each student is doing. I found
that keeping a small, separate notebook with me at all times during class (in which I jot
notes on what individual students are doing, how they are progressing, what questions
they have, and what sorts of twists and turns their projects are taking) allows me to stay
on top of where each student is in the process.

Another aspect of this unit that I really like is that it inevitably sparks discussion of
individual differences (in cultures, in writing style, in interests), which sets up a perfect,
natural time to begin talking about why we differentiate instruction for individual stu-
dents. This is particularly effective when the unit falls at the beginning of the year. I like
to follow this unit with one focused on adjusting voice according to a piece of writing’s
purpose and its intended audience.

Holly L. Hertberg has taught in Connecticut and Virginia. She can be reached at
hertberg@virginia.edu.
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SAMPLE 4.1—Independent Project Guidelines

During the next few weeks, you will be extending your understanding of the concept of voice in writing by
pursuing independent reading in a variety of genres, choosing one writer whose style and voice you find
particularly powerful, and analyzing his or her work to glean lessons that will help you strengthen your own
writing. You will be using this writer as a “mentor” or guide for your own writing.

Note: Although you will not participate in most class activities during this unit, plan to participate in the
woven journal prompts and in the product presentations at the end of the unit.

The following steps are suggested to guide your progress over the next few weeks. Be sure to read all
instructions before you begin your work.

Steps:

1.

Keep a process log throughout your independent study. This process log is a document of the thinking,
reading, and writing that you do for your project. You should record your thoughts about voice, note
powerful passages from your reading, and comment on your reading, writing, and so on. This will help
you develop your thinking about your chosen writer, about voice, and about your own writing. You will
be turning in your process log for my review periodically.

Go to the library and immerse yourself in books—all kinds of books—fiction, nonfiction, science fiction,
poetry, biography, and so on. Read lots of first pages, perhaps some first chapters, maybe even more,
until you find a writer you absolutely Jove. Even if you come to this project with a writer you love in
mind, give some other writers a chance. What you find might surprise you. There is nothing that so
improves our writing as reading broadly from other writers. They all have something to teach us. In
your process log, keep a record of what you're reading and investigating and your reactions to these
works. Highlight a few—you don’t have to mention every book whose binding you crack.

Once you decide on the author, poet, or playwright you would like to study in-depth and have an idea
of which of the writer’s works you'd like to read, meet with me so that we can develop a timeline for
progress on this independent study. This meeting is required. You're likely to find it very helpful!
Next, read as much of the writer's work as you can. This isn't a race, however; savor what you read,
looking for the writer’s style and how he or she creates the voice that you enjoy so much. While you
are reading, keep in the back of your mind the idea that you are reading these works as a model for
your own writing. Take notes on the way that the writer uses word choice, sentence construction,
rhythm, and tone to create his or her voice—and to create an effect on the reader.

Read part of an autobiography or biography about your chosen writer, so that you can get an idea of
his or her background and what contributed to his or her success as a writer.

Do your own writing. Use the readings that you have been doing as a model, drawing lessons on voice
from your chosen author, poet, or playwright. Make lists of ideas for pieces that you would like to write
as they occur to you.

Choose one of the ideas you generate to develop into a longer piece of writing that you will turn in as
your final product. This piece may take any form you wish, but it should exhibit the understanding of
voice that you developed from your independent study.
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SAMPLE 4.2—Independent Project Checklist for Success

Student Name:

Product Name:

Use the following checklist to make sure that you have included all the elements that you need to include
in your final product. Please complete this checklist and turn it in with your final product.

Process Log:

__ includes evidence of the development of my thinking about voice.

__ includes a list of all the books/writers that | consulted during my independent study project.

_ includes my reactions to and thoughts about the works | found most interesting/helpful/
thought-provoking during my independent reading.

__ includes my notes about my focus writer’s style and voice, how he or she uses word choice, sen-
tence construction, rhythm, and tone (and other devices that you notice) to affect the reader.

__ includes my notes about the autobiography/biography | read about my focus writer—particularly
notes on this writer’s background and what contributed to his or her success as a writer.

__includes the writing | did while reading. (These don’t have to be finished pieces.)

Product Format:

My product . . .

shows evidence of careful proofreading.
looks like a “finished product.”

Product Content:

My product . . .

exhibits my understanding of voice developed during my independent study. (Please fill out and
attach the class-created rubric on writer's voice.)

is a fully-developed, “finished” piece of writing. (Please submit all drafts of the piece).
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SAMPLE 4.3—Culminating Product Assignments

Product Assignment 1: Music Expert

How is “style” created in music? How much is style in music a result of the rhythm, chosen instruments,
and other technical aspects of music, and how much is it a result of the musician’s background and person-

ality? How does this relate to style (or voice) in writing? How can you teach your classmates (and future
students) about styles in music that will help them not only learn more about music, but also improve their

own writing?

Your final product may take any form you wish—a presentation, an essay, a children’s book, a chart, etc.—
but its purpose is to serve as a classroom resource that will teach other students about the stylistic elements
of music and how they might apply that information to improve their own writing.

Steps:

1.

Keep a process log of your thinking about your product as it develops. (This will also help you track
your progress). Date your entries.

Make arrangements to interview two musicians (musicians are everywhere!). Meet with a member (or
members) of a local band, a singer in a church choir, a professor of music at a nearby college, the high
school band director . . . or whomever else you can think of. Although you are only required to inter-
view two people, you may wish to interview more; your findings will probably be richer and more inter-
esting. You may find that you can interview a musician via e-mail. This is a perfectly satisfactory method
of conducting an interview.

To prepare for your interview, consult at least one biography or autobiography of a musician to see
what they have to say about style. This will help you formulate your interview questions.

Write your interview questions. You want to understand what goes into developing a musician’s style
and what it's like to be a musician or a person who studies music. Among other questions, you’ll want
to ask your interviewee about his or her background/personal history and how this has influenced his
or her musical style or musical preferences. Make sure that you have developed a written list of inter-
view questions before going to the interviews. You may stray from these questions, but make sure to
have them prepared. If you wish, you may meet with me or a trusted partner to go over the questions
prior to the interviews (highly recommended).
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SAMPLE 4.3—(continued)

Product Assignment 1: Music Expert (continued)

Conduct your interviews and take complete notes during each interview. Be sure to ask good follow-up
guestions so you'll have plenty of information to work with.

Read over the notes from your interviews. What themes do you notice about style in music? What
seem to be the common ideas about how style is developed in music? How are your interviewees’
views on style different?

Talk about what you think you've discovered with someone (another student pursuing the same topic,
one of the musicians or music experts you interviewed, me) to clarify your thinking.

Think about what we've discussed in class about how style—or voice—is developed in writing (for
help, refer to the list that we have created). What parallels/differences beyond those we have discussed
in class do you notice between style in writing and style in music?

Design and complete your final product. Reread the statement about the product’s purpose at the top
of this handout. Be sure your product shows clear evidence of your learning throughout this unit, par-
ticularly with respect to the unit generalizations concerning voice.
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SAMPLE 4.3—(continued)

Product Assignment 2: Art Expert

How is “style” created in art? How much is style in art a result of the medium, the colors chosen, and other
technical aspects of art, and how much is style a result of the artist's background and personality? How
does this relate to style (or voice) in writing? How can you teach your classmates (and future students)
about styles in art that will help them not only learn more about art, but also improve their own writing?

Your final product may take any form you wish—a presentation, an essay, a children’s book, a chart,
etc.—but its purpose is to serve as a classroom resource that will teach other students about the stylistic ele-
ments of art and how they might apply that information to improve their own writing.

Steps:

1.

Keep a process log of your thinking about your product as it develops. (This will also help you track
your progress). Date your entries.

Make arrangements to interview two artists (artists are everywhere!). Meet with your art teacher, a
local painter, a high school art student, a student or professor at a local college, or whomever else you
can think of. Although you are only required to interview two people, you may wish to interview
more—your findings will probably be richer and more interesting. You may find that you can interview
an artist via e-mail. This is a perfectly satisfactory method of conducting an interview.

To prepare for your interview, consult at least one biography or autobiography of an artist to see what
they have to say about style. This will help you formulate your interview questions.

Write your interview questions. You want to understand what goes into developing an artist’s style and
what it's like to be an artist or a person who studies art. Among other guestions, you'll want to ask
your interviewee about his or her background/personal history and how this has influenced his or her
artistic style or artistic preferences. Make sure that you have developed a written list of interview ques-
tions before going to the interviews. You may stray from these questions, but make sure to have them
prepared. If you wish, you may meet with me or a trusted partner to go over the questions prior to the
interviews (highly recommended).

Conduct your interviews and take complete notes during each interview. Be sure to ask good follow-up
guestions so you'll have plenty of information to work with.

Read over the notes from your interviews. What themes do you notice about style in art? What seem
to be the common ideas about how style is developed in art? How do your interviewees' views on style
differ?

Talk about what you think you've discovered with someone (another student pursuing the same topic,
one of the artists or art experts you interviewed, me) to clarify your thinking.

Think about what we've discussed in class about how style—or voice—is developed in writing (for
help, refer to the list that we have created). What parallels/differences beyond those we have discussed
in class do you notice between style in writing and style in art?

Design and complete your final product. Reread the statement about the product’s purpose at the top
of this handout. Be sure your product shows clear evidence of your learning throughout this unit, par-
ticularly with respect to the unit generalizations concerning voice.
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SAMPLE 4.3—(continued)

Product Assignment 3: Memorable Personal Experience Narrative

We have been looking at how voice is developed in a writer's writing. A large part of the power of an indi-
vidual's voice comes from writing about what one knows. Whom do you know better than you know your-
self? Writing autobiographical pieces allows us not only to write about things that we know really well and
are definite authorities on, but also allows us to get to know ourselves better.

Steps:

1. Return to the woven journal prompts that you have been working on throughout this unit. Reread the
entire sequence of responses, thinking in particular about your final few entries. You have already iden-
tified some key details about a memorable personal experience and thought about how it has shaped
you as an individual. As a result, you have probably developed new insights about yourself.

2. |If possible, interview a key participant in your memorable experience to enrich your memory and
understanding of the event.

3. Develop the memorable experience that you chose to focus on in your journal—and your thoughts
about how this experience has affected your life and your development—into a completed piece of
writing that shows off your own personal voice. Your piece of writing may take one of several forms:

e Tell your memorable experience in children’s book form. Your illustrations (if you choose to use them)
may be pictures you draw yourself, pictures from a magazine or the Internet, or pictures you generate
on the computer. Look at some of the samples provided for ideas about how to construct your book.
Use the rubric on voice to give you hints about how to make your writing voice powerful and
interesting.

e Write about your memorable experience in a collection of poems. In your poems, provide different
perspectives on the memorable experience, varying your voice according to the perspective you
assume. For example, one poem might recount the experience from your perspective. Another poem
(or poems) might recount the experience from the perspective of another person (or people) involved.
Another poem might be from the perspective of an inanimate or nonhuman object involved in that
experience (a chair, a tree, a squirrel, a piece of paper). To get your writing started, read some of the
poetry that we have in the classroom. (Often, reading other people’s work helps get the creative juices
flowing.) Use the rubric on voice to give you hints about how to make your writing voice powerful and
interesting. For hints on how to adjust your voice to capture the perspective of various people or
things, refer to your notes from our “Thunder and Lightning” or animal voices exercise (Lesson 4).

e Write about your memorable experience in essay or story form. Look at some of the sample autobio-
graphical essays provided for ideas on how to construct these narratives. Use the rubric on voice to give
you hints about how to make your writing voice powerful and interesting.

* Pursue another idea you have. You must obtain my approval before you begin.

4. Asyou develop your final product, keep a process log in which you record your reactions to the sample
products you consult, your thoughts on developing your own writer’s voice for this product, and a
timeline of your progress.

5. Annotate your finished piece of writing to explain how it reflects your own writer’s voice, particularly
with respect to the unit generalizations concerning voice.
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SAMPLE 4.3—(continued)

Product Assignment 4: Oral History Narrative

Did you enjoy collecting the oral narrative from someone you knew? You may, if you wish, continue to

work on that project. You must keep a process log in which you note your thoughts, reactions, ideas, and
insights along the way. Your process log will also serve as a timeline and record of your progress on the
project.

Steps:

1.

Collect oral histories from various members of your family. (Or, if you wish, you may choose to collect
oral histories from another group of people. For example, you might interview a group of people who
lived through the bombing of Pearl Harbor, and collect their memories of that event, or you might
interview a group of people who all love baseball and collect their stories of the most memorable base-
ball game they ever watched. It's up to you! Choose something you find interesting!) You should inter-
view four or five people to get a broad and interesting range of perspectives.

Once you've collected the narratives, analyze the interviews and look for the rhythms in the various
speakers’ speech patterns, the type of vocabulary they use, their tones, and so on. (For help with this,
consult the rubric on voice we created in class.)

Now decide how you will put the narratives together into a final product. There is a range of possibili-
ties, including (but not limited to) the following:

e Write a play that interweaves the stories of the people you interviewed. Be sure that when each char-
acter “speaks” you can clearly identify them based on their “voice.”

e Create a narrative about the event that interweaves your interviewees’ stories. Describe the event
through their various voices. Be sure that when each character “speaks” you can clearly identify them
based on their “voice.”

o Write an article for a newspaper that uses the voices of the people you interviewed as “sources.” Be
sure that when each character “speaks” you can clearly identify them based on their “voice.”

o Write a series of brief public radio commentaries about the event. Be sure that when each character
“speaks” you can clearly identify them based on their “voice.”

e Pursue another idea you have. You must obtain my approval before you begin.

Include with your finished product a brief discussion of how the voices of the people you interviewed
differ from one another, particularly with respect to the unit generalizations concerning voice.
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SAMPLE 4.4—Culminating Product Assignment Checklists for Success

Product Assignment 1: Music Expert

Student Name:
Product Name:

Use the following checklist to make sure that you have included all the elements that you need to include in
your final product. Please complete this checklist and turn it in with your final product.

Process Log:

__ lhave included my process log. My process log contains dated entries that trace the development
of my thinking about my product. | feel that my process log provides evidence of the thought and
work that | put into creating my product.

Product Research:

__ I'have included my notes/transcripts from my interviews with two or more musicians.

_____ Ihave included my interview questions from my interviews with two or more musicians.

__ Ihaveincluded my notes about style from the musician biography or autobiography that I con-
sulted during my product research.

Product Format:

My product . . .

is in an easy-to-use, understandable, interesting format that other students can use to learn about
how style in music relates to voice in writing.

___ shows evidence of careful proofreading.

looks like a “finished product.” (Remember, your creation will be used in the classroom for years to
come—it should be reflective of care!)

______ presents a theory about the elements of style in music.

explores the connections between a musician’s background and personality and his or her musical
style.

shows how the elements of style in music relate to the elements of voice in writing.

shows evidence of my developing writer’s voice. (Please fill out and attach a copy of the class-
created rubric on writer’s voice.)

Product Annotation:

My product . . .

contains an explanation of how my product reflects my own writer’s voice.
explores how the unit generalizations concerning voice are reflected in my product.
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SAMPLE 4.4—(continued)

Product Assignment 2: Art Expert

Student Name:

Product Name:

Use the following checklist to make sure that you have included all the elements that you need to include in
your final product. Please complete this checklist and turn it in with your final product.

Process Log:

__ Ihaveincluded my process log. My process log contains dated entries that trace the development
of my thinking about my product. | feel that my process log provides evidence of the thought and
work that | put into creating my product.

Product Research:

____ I'have included my notes/transcripts from my interviews with two or more artists.

__ Ihaveincluded my interview questions from my interviews with two or more artists.

__ Ihaveincluded my notes about style from the artist biography or autobiography that | consulted
during my product research.

Product Format:

My product . . .

is in an easy-to-use, understandable, interesting format that other students can use to learn about
how style in art relates to voice in writing.

___ shows evidence of careful proofreading.

looks like a “finished product.” (Remember, your creation will be used in the classroom for years to
come—it should be reflective of care!)

presents a theory about the elements of style in art.

explores the connections between an artist’s background and personality and his or her artistic
style.

shows how the elements of style in art relate to the elements of voice in writing.

shows evidence of my developing writer’s voice. (Please fill out and attach a copy of the class-
created rubric on writer’s voice.)

Product Annotation:

My product . . .

contains an explanation of how my product reflects my own writer’s voice.
explores how the unit generalizations concerning voice are reflected in my product.
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SAMPLE 4.4—(continued)

Product Assignment 3: Memorable Personal Experience

Student Name:

Product Name:

Use the following checklist to make sure that you have included all the elements that you need to include in
your final product. Please complete this checklist and turn it in with your final product.

Process Log:

__ Ihave included my process log. My process log contains dated entries that trace the development
of my thinking about my product. | feel that my process log provides evidence of the thought and
work that | put into creating my product.

Product Research:

__ Ihaveincluded all of my woven journal prompt responses.

__ Ihave included the notes from my interviews with a key participant in this experience.

| have included a list of all the works/sample products | consulted when creating my product.

Product Format:

My product . . .

shows evidence of careful proofreading.
looks like a “finished product.”

Product Content:

If you have chosen to create a children’s book, a personal narrative, or a story . . .

My product . . .

has an identifiable beginning, middle, and end.

contains a conflict and a resolution.

shows evidence of my developing writer’s voice. (Please fill out and attach a copy of the class-
created rubric on writer's voice.)

If you have chosen to create a poem . . .

My product . . .

contains varied perspectives on my chosen event.

contains a poetic voice that shifts according to the poem’s perspective.

shows evidence of my developing writer’s voice. (Please fill out and attach the class-created rubric
on writer’s voice.)

Product Annotation:

My product . . .

contains an explanation of how my product reflects my own writer’s voice.
explores how the unit generalizations concerning voice are reflected in my product.
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SAMPLE 4.4—(continued)

Product Assignment 4: Oral History Narrative

Student Name:

Product Name:

Use the following checklist to make sure that you have included all the elements that you need to include in

your final product. Please complete this checklist and turn it in with your final product.

Process Log:

__ Ihaveincluded my process log. My process log contains dated entries that trace the development
of my thinking about my product. | feel that my process log provides evidence of the thought and
work that | put into creating my product.

Product Research:

_____ Ihaveincluded the notes/transcripts of the oral histories | collected from the people | interviewed.

__ Ihaveincluded my analysis of the speakers’ speech patterns, use of vocabulary, tones, etc.
(Remember to consult your rubric on voice to help you with this analysis.)

Product Format:

My product . . .

shows evidence of careful proofreading.
looks like a “finished product.”

Product Content:

My product . . .

contains the perspectives/stories of all the people | interviewed.

presents clearly identifiable “voices” for each “character” in the final product.

pulls together the various narratives into a unified whole.

shows evidence of my developing writer’s voice. (Please fill out and attach the class-created rubric

on writer’s voice.)

Product Annotation:
My product . . .

contains a discussion of how the voices of the people | interviewed differ from one another.
contains an explanation of how my product reflects the different voices of people | interviewed.
explores how the unit generalizations concerning voice are reflected in my product or factored in

the process of creating my product.




DIFFERENTIATION IN PRACTICE

SAMPLE 4.5—Oral Narrative Assignment

Homework: Oral Narrative

Interview a member of your family about an important family event. Audiotape the conversation. (If you do
not have a tape recorder, you may borrow one. Sign-ups will be posted). Type (or handwrite) five minutes of
the conversation. (You don’t have to transcribe the whole conversation unless you want to; transcribing
takes a long time.)

As you listen to the interview, transcribe the audiotape, and read the transcript, think about the language
patterns you are noticing in the speaker’s voice. Think about how these patterns are similar to and different
from the ones we notice in written language. Think about how oral language patterns and written lan-
guage patterns are different. Why do you think this is true?

You don’t have to write anything about this, although you may wish to jot down a few notes to remind
yourself. Just think about it and be prepared to discuss it in class.




Line 'Em Up!

A Pre-Algebra/Algebra I Unit
on Constant Change

Unit Developer: Nanci Smith ————

Introduction

This four-week mathematics unit focuses on the concept of change. Its primary
purpose is to examine ways in which change is represented both graphically and lin-
early. Throughout the unit, students examine sets of data represented in a variety of
forms and work to apply their new knowledge to an ongoing, independent project
that builds as they gain more information. Topics covered during this unit include
constant versus variable change, linear graphing, regression lines, slope, and linear
equations.

The unit opens with a broad look at the concept of change, and then quickly
immerses students in the skills of interpreting and creating graphic representations
of data. This unit assumes that the students have been pre-assessed (either formally
through a pre-test or informally through observation and discussion) for learning
styles and readiness levels with regard to reading tables and graphs. It also assumes
that the students have been exposed to reading and using tables and graphs,
although they may demonstrate various readiness levels with regard to these skills.
The centerpiece of the unit is the independent project on change. It is designed to
span the four-week unit so that students can apply new information and under-
standings developed through each lesson. Although the project incorporates spe-
cific requirements that all students must meet, it is easily modified for specific
students and can be differentiated based on both readiness and interest.

Teachers should provide in-class time for work on the independent project so
that they can meet with students to discuss project progress and better assess the
processes students are using. Finally, it is imperative that all students have a firm
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grasp of what the independent research project assignment is asking them to do, as they
will be critiquing one another’s projects toward the end of the unit.

Teacher Reflection on Designing the Unit

As 1 started thinking about teaching this topic to beginning Algebra students, what first
came to mind is that lines don’t seem to matter to students. Most students, even those
who can complete a graph or find a slope, never seem to understand very much about lin-
ear functions. (I am regularly amazed at the number of my Pre-Calculus students who
cannot automatically graph a line from its equation.) Therefore, the overwhelming drive
behind this unit was to help students understand lines by tying linear functions to
real-world concepts. I chose the concept of change because it describes linear functions
well and has many real-world applications on which to draw.

[ began planning by looking through my textbook and thinking about traditional
treatments of line units. [ knew I would need to incorporate all the text’s information con-
cerning lines, as it would be included on district and state assessments, and that this
would cover the basic “knowledge” and “skill” categories I wanted my students to mas-
ter. But I found little in the textbook that addressed understanding.

The first step I took to structure the unit was to consider the factual and global under-
standings I wanted students to have as a result of this unit. Some of these were stated
explicitly in my textbook, and I added others I thought were important. I took each
subtopic within the textbook’s unit on lines and placed it within a grid ranging vertically
from discrete facts to global understandings and horizontally from basic to abstract. This
both reminded me of the variety of content present in this unit and helped me plan an
order for unit activities. Then I took a look at each subtopic and thought about my stu-
dents and the wide variety of ways they could learn and demonstrate their learning. Once
I had differentiated the class activities, the formative assessments fell into place pretty
logically.

For a final assessment, I knew that I wanted more than just a test. I created an ongo-
ing project that I would assign on the very first day of the unit and ask students to work
on over the course of instruction. The project involved independent research, and to com-
plete it, students would need to apply an understanding of every subtopic addressed in
the unit. I outlined the basic requirements that I would look for and decided to vary some
of the specific requirements for students in order to encourage individual growth. I
decided to negotiate these goals individually with each student. Also, I wanted to develop
the final scoring guide as a class. I find that doing so gives students a sense of ownership
of the assessment process. Although scoring guides might vary somewhat from class to
class, students are usually quite adept at identifying what I would consider to be the
essential and non-negotiable aspects of quality work. Of course, I gently guide them in
the right direction when necessary!
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Finally, this unit began as a collaboration with my friend Gene Day many years ago,

before I knew anything about differentiation. I appreciate the thought and help our dis-

cussions provided in framing the unit.

Pre-Algebra/Algebra Standards Addressed

Analyze functional relationships to explain how a change in one variable results in
a change in another.

Distinguish between linear and nonlinear relationships through investigations.
Distinguish between linear and nonlinear functions, given graphic examples.
Describe, represent, and analyze patterns and relationships using shapes, tables,
graphs, data points, verbal rules, and standard algebraic notation.

Produce the rule (function) that explains the relationship (pattern) between the
numbers when a change in the first variable affects the second variable (T-chart,
2-tow table, or input/output machine).

Solve simple linear equations and inequalities using a variety of methods (e.g.,
informal, formal, graphical) and a variety of manipulatives.

Describe the concepts of variables, expressions, equations, and inequalities.
Graph given data points to represent a linear equation, using (x, y) coordinates
using all four quadrants of a coordinate grid.

Unit Concepts and Generalizations
Change

Change can be represented in multiple ways.

Change is all around us.

Change can be analyzed.

Usually, one thing changes with respect to another (e.g., distance and time).

Unit Objectives
As a result of this unit, the students will know

The difference between variable and constant change.

The difference between independent and dependent variables.

The parts of tables and graphs.

The definition of slope and ways to calculate it.

The slope-intercept formula and other formulas related to graphing data.

As a result of this unit, the students will understand that

Change in one thing is usually dependent on another thing.
The usability of information can be dependent on how that information is
represented.
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Data can be estimated with a regression line.

Slope analyzes rate of change.

The slope of a specific line is always the same.

The cardinality of slope depends on how quickly change occurs.

You can graph a line using only a point and the line’s slope.

Different forms of a line represent the same line whether they are a graph, an equa-
tion, or a point and a slope.

Having one form of a line enables you to create other forms of the same line.

If a point lies on a line, then the coordinates of the point are a solution to the equa-
tion of the line.

Equations and graphs of lines can be used to represent situations in the real world.

As a result of this unit, the students will be able to

Represent change in multiple formats.

Analyze change as constant or variable.

Distinguish between dependent and independent variables.
Create scatter plots.

Draw and use regression lines to make predictions.

Find the slope of a line.

Graph lines.

Explain and apply the slope-intercept formula.

Solve problems using equations and graphs of lines.

Create various forms of linear equations.

Work cooperatively in groups to solve problems.

Work independently to synthesize information in the creation of a product.

Instructional Strategies Used

e Flexible grouping ¢ Gardner’s multiple intelligences
¢ Independent research e Sternberg’s triarchic intelligences
e Tiered assessment e Visual, aural, and kinesthetic learning

Sample Supporting Materials Provided

Sample # Title Page

5.1

Guidelines for the Independent Research Project 180
on Change
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Unit Overview

LESSON

LESSON 1

Introduction

1-2 class periods

LESSON 2

Tables and
Graphs

12 class periods

WHOLE-CLASS COMPONENTS

Discussion of change and how it
relates to and is represented in
math

15 minutes

Sharing of discoveries and ideas
30 minutes

Introduction/preliminary work on the
independent research project
15 minutes

Journal prompts
S minutes

Examination of sample data and dis-
cussion of the merits of various for-
mats (tabular and graphic)

15 minutes

Discussion of how change relates
to students’ lives and how these
changes may be represented in a
uniform way

10 minutes

Discussion of results
20 minutes

DIFFERENTIATED COMPONENTS

Small-group activity looking at
real-world changes, based on
learning profile (multiple
intelligences)

30-45 minutes

Independent projects differentiated
based on readiness and interest

Review of scatter plots and regression
lines based on need
10 minutes

Scatter plot and regression line appli-
cation activity based on readiness
30-40 minutes
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LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS
Review of graphing and introduction
LESSON 3 graphing
of slope
10 minutes

Small-group discovery learning activ-
ity to determine how to find the slope
of a line, based on learning profile

) (modality)
Introduction 20-30 minutes

of Slope

Jigsaw activity (heterogeneous
groups) to present results of discover-
ies and related insights
20-30 minutes

Discussion of results and generation

of slope formula

20 minutes

1-2 class periods

Review of key concepts about slope
10 minutes

Demonstration/practice with Calcula-
LESSON 4 tor-Based Laboratory (CBL) or Calcu-
lator-Based Ranger (CBR) technology
(if available)
20-30 minutes

Discovering | =" 777
Slope Through Small-group (random) discussion of
Technology
results
(Optional) 10-15 minutes

1 class period . .
Sharing of conclusions and how they

relate to slope

10 minutes
Review for quiz
LESSON 5 )
5 minutes
. . Quiz on concepts and formulas
leferer}tlated related to slope, based on readiness
Quiz 45-50 minutes

1 class period
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LESSON

LESSON 6

Graphing with
a Point
and a Slope

12 class periods

LESSON 7

Exploring the
Equation of
a Line in
Slope-Intercept
Form

2-3 class periods

LESSON 8

The
Relationship
Between the
Equation of a
Line and the

Points on a

Line

2 class periods

WHOLE-CLASS COMPONENTS

Review of how to determine the slope
of a line
S minutes

Presentation of graphing a line from a
given point and slope
15 minutes

Journal response synthesizing under-
standings of slope and related graph-
ing exercises

10 minutes

Review of previous learning and pre-
sentation of slope-intercept form
30-40 minutes

Sharing of results and discussion of
various equations studied
10-15 minutes

Review of slope-intercept form and
presentation on working backward
from a graph to the equation of a line
30 minutes

Application exercises in two (random)
groups and discussion of results
20 minutes

Independent practice
20 minutes

Review
S minutes

DIFFERENTIATED COMPONENTS

Small-group graphing activity based
on learning profile (modality)
20 minutes

Small-group discovery learning based
on readiness
30-40 minutes

Discussion questions targeted to
readiness groups

Small-group summarization activity
based on learning profile (multiple
intelligences)

25 minutes
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LESSON

LESSON 9

Solving
Real-World
Problems
Using Lines

1 class period

LESSON 10

Relating the

Many Forms

of Equations
of Lines

2-3 class periods

LESSON 11

Peer Critiques

of Independent

Research
Projects

1 class period

WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Review of scatter plots, regression
lines, slope, and appropriate graphing
10 minutes

Presentation of related real-world
problems

20 minutes

Real-world application problems in
heterogeneous (random) groups

15 minutes

Discussion of how to best set up and
solve the problems

10 minutes

Review slope, slope-intercept, and
the significance of dependent and
independent variables

10 minutes
Lecture on equations for a line Note-taking sheets distributed to
30-40 minutes some students based on readiness

Small-group processing activity based
on learning profile (triarchic
intelligences)
45-50 minutes

Sharing of small-group work and dis-

cussion of the need for various

equations

30-40 minutes

Independent project presentations
and feedback in heterogeneous small
groups

40-50 minutes
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LESSON WHOLE-CLASS COMPONENTS

Presentation of independent research
projects
2—4 class periods

LESSON 12

Presentation of
Independent
Research
Projects

2-4 class periods

Test review with learning stations
LESSON 13 40-50 minutes
Unit Test

Review

1 class period

Test
LESSON 14 40-50 minutes

Unit Test

1 class period

Unit Description and Teacher Commentary

LESSON 1 Introduction

LESSON SEQUENCE AND DESCRIPTION

Discussion of change and how it relates to and is repre-
sented in math. Begin with a whole-class discussion of
change as it occurs in the real world. What changes do the
students see around them all the time?

Discuss constant change (the change is always the same) and
variable change (the degree or amount of change can vary).
Have the students generate ideas about things that change
and tell them to categorize their examples of change as either
constant or variable. Tell them that the unit they are starting
focuses on constant change and on how mathematicians
view, represent, and analyze this type of change.

DIFFERENTIATED COMPONENTS

Some station assignments based on
teacher knowledge of student need
related to unit skills

Portions of the test based on
readiness

(12 class periods)

TEACHER COMMENTARY

Here, [ wanted the students to exam-
ine change in their own lives and
worlds. I was hoping to create a con-
nection for them.
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158
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
*Small-group activity looking at real-world changes, based This sense-making activity allowed
on learning profile (multiple intelligences). Put the students students to work in ways most com-
in small groups of three or four, based on their intelligence fortable for them. Early in the year,
preference. Each group will complete one of the following my students complete several learning
tasks: profile assessments. (We add informa-

tion as the year progresses.) I used
my knowledge of each student’s
learning profile to assign him or her
to the appropriate group. My goals

Task 1: Logical/Mathematical Learners
Given a set of data that changes over time, such as the popu-
lation of your city or town, decide on several ways to present

the information. Make a chart that shows the various ways were to

you can present the information to your classmates. Discuss e Promote connection (among stu-

as a group which representation you think is most effective. dents and with important ideas).

Why is it most effective? Is the change you are representing e Match tasks to students.

constant or variable? Which representation best shows this? e Ensure that students really

Be ready to share your ideas with the class. understood the important ideas.
¢ Promote student success (to

Task 2: Interpersonal Learners motivate further success).

Brainstorm things that change constantly. Generate a list. Dis- ° Provide variety in students’ daily

cuss which of the things change quickly and which of them learning experiences.

change slowly. What would graphs of your ideas look like? Be * Promote group interaction

ready to share your ideas with the class. dMOng peers.

Task 3: Visual/Spatial Learners

Given a variety of graphs, discuss what changes each one is
representing. Are the changes constant or variable? How can
you tell? Hypothesize how graphs showing constant and vari-
able changes differ from one another. Be ready to share your
ideas with the class.

Task 4: Verbal/Linguistic Learners

Examine articles from newspapers or magazines about a
situation that involves change, and discuss what is chang-
ing. What is this change occurring in relation to? For exam-
ple, is this change related to time, money, etc.? What kind
of change is it—constant or variable? Write a summary
paragraph that discusses the change and share it with

the class.

Sharing of discoveries and ideas. After the small groups
have had enough time to complete their tasks, have them
share their discoveries and ideas about change with the class.
What new ideas about change do they have? What conclu-
sions can they draw about change?
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LESSON SEQUENCE AND DESCRIPTION

Introduction/preliminary work on the independent
research project. Distribute the Guidelines for the Independ-
ent Research Project on Change (see Sample 5.1, page 180)
and review project elements and requirements. This ongoing
project extends throughout the four-week unit. It requires all
students to select, research, and reach data-based conclusions
about a real-life issue involving change. It also includes a peer
evaluation component.

Areas for differentiation include

¢ Topic chosen (based on readiness).

e Number of required data points (based on readiness).

e Number of conclusions required (based on readiness).

e Depth level expected (based on readiness).

e Additional areas of exploration or extensions required
(based on readiness and interest).

Explain to students that over the next several weeks, you will
be available to work with them individually and in small
groups to help them iron out the details of their project plans
and support their success. You also will expect them to apply
what they are learning in class to their project work.

Throughout the four-week period, meet with students to dis-
cuss specific parts of the project, to set due dates for specific
pieces, and to assess the students’ progress with the project as
a whole.

Journal prompts. Close the lesson by asking students to
respond individually to the following journal prompts:

¢ [s all change the same?
® Why do mathematicians care about change?

LESSON 2

LESSON SEQUENCE AND DESCRIPTION

Examination of sample data and discussion of the merits of
various formats (tabular and graphic). As a whole class,
examine a set of data represented in both tabular and graphic
form. Discuss the “readability” of both and students’ prefer-
ences for both. Which type can you interpret more easily?
From which one is it easier to make predictions? Why?

Tables and Graphs

TEACHER COMMENTARY

*I differentiated this project by meeting

with students individually to negoti-
ate project details and criteria based
on readiness and interest.

Note that the number of data points
depends on the research topic. If data
are difficult to come by, five data
points might be sufficient. If projects
incorporate survey data or tracking
temperatures, prices, or similar com-
ponents, 10 to 20 data points would
be more appropriate.

Students may need your help select-
ing a topic to study. It’s a good idea to
think of several sample topics in
advance and use them as examples
during this initial introduction.

[ gave students regular reminders to
work on their projects and to apply
the information I was presenting in
class. I also talked about developing
quality project elements with the class
as a whole and with individuals and
small groups.

This provided another chance for stu-
dents to make sense of the ideas dis-
cussed, this time individually.

(1-2 class periods)

TEACHER COMMENTARY

This opener served both as a review
of what the students already knew
and as an introduction to possible
new materials. Here, I wanted to try
to “even the playing field” a little bit.
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LESSON SEQUENCE AND DESCRIPTION

Discussion of how change relates to students’ lives and
how these changes may be represented in a uniform way.
Introduce the subject of dependent and independent variables
by asking students if they are “dependent” on their parents.
Who pays for rent and food? (Students are the dependent
variables, and parents are the independent variables.) To fur-
ther explain the two types of variables, discuss “what”
depends on “what” for change. How about grades and time
spent on studying? In general, which depends on which? Lead
the students to an understanding that grades are dependent
on time spent studying. (Thus, time spent studying is the
independent variable and grades are the dependent variable.)
Point out that, in general, time is almost always the independ-
ent variable in a change that involves time. Tell the students
that when graphing, the independent variable is shown on the
(horizontal) x-axis and the dependent variable is shown on
the (vertical) y-axis.

Ask the class: Why do you think it is important to be able to
represent data in a uniform way?

*Review of scatter plots and regression lines based on need.

At this point, if necessary, provide a review of how to scatter
plot a set of data or show a scatter plot of roughly linear data.
Explain to the students that most real data do not make a per-
fect line when graphed. This is why we use scatter plots.
Sometimes it is necessary to sketch a line through the data to
best represent the majority of points. Show this on the board
or on an overhead. Point out that the sketched line is called a
line of best fit or a regression line. Explain that there are pre-
cise ways to determine the line, but that for now, we will just
sketch a line that hits as many points as possible and that
divides the remaining points evenly above and below the line.
Make your explanations as you model this on the board or on
an overhead. Explain that the sketched line can be used to
make predictions about data that are not available. Show how
to extend the line, pick a point on it, and interpret what that
point would mean.

*Scatter plot and regression line application activity based

on readiness. The students will complete the following tasks
in four small groups based on readiness levels with regard to
their ability to read, analyze, and create graphs of data.

TEACHER COMMENTARY

As in the previous lesson, I wanted
the students to relate the information
to their own lives. Thus, we were
moving from concrete to more
abstract thinking.

I was encouraging critical thinking
here.

My teacher-directedness here led up
to a more student-centered approach
later. First, I needed to make sure that
we were all on common ground and
introduce new vocabulary (regression
line). I allowed students who already
had a clear understanding of this con-
cept to begin their application activity
at this time.

I based my groupings on previous
observations of the students’ readi-
ness levels as demonstrated through
formal assessments (quizzes, tests),
large-group discussions, small-group
work, and individual work.
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LESSON SEQUENCE AND DESCRIPTION

Task for Group 1

Given a line graph of a company’s sales (real or fictional),
determine what is changing with respect to what. Decide
which is the independent variable and which is the dependent
variable. Write a marketing report describing the sales trends,
making sure to use specific data points as references. When
are the sales increasing? Decreasing? Staying the same? How
do you know? Comment on when the change is fastest and
slowest, and explain how you determined this. Assume that
the sales pattern continues and make a prediction about the
company’s future sales. Choose a point where the sales pat-
tern changes. What would have happened if the sales had not
changed at that point?

Task for Group 2

Given a price plan (real or fictional) for a health club (initi-
ation fee plus a monthly charge), plot a scatter plot of the
total money paid over a period of 12 months. Assume that
Month 0 is the initiation fee and Month 1 is the first
monthly payment. Label the correct axes with the inde-
pendent and dependent variables, and draw an accurate
scale. Sketch a line of best fit for your data. Use the line to
determine how much money will have been paid in total
after 15 months and 24 months. Make a table of values for
Months 0-12. Write a brief summary of the cost of belong-
ing to the health club and how the cost changes over time.
Make a recommendation for a different plan that would be
fair to the health club but less expensive for the consumer.
How would that affect the graph?

Task for Group 3

Given a city’s (real or fictional) population data in a table,
make a scatter plot. Be careful to determine the independent
and dependent variables, place them on the correct axes, and
label the axes. Clearly show the scale on the axes. Sketch a
line of best fit for your data. Use the line to predict the popu-
lation for at least five different years for which there is no
data. Write a population analysis for the city’s planners.
Describe when the population changed the fastest and the
slowest, and explain how you determined this. Include in
your analysis a prediction of the population growth in the
next 10 years and 50 years, and add anything else that you
think the planners need to know.

TEACHER COMMENTARY

These group activities move from

e Less complex to more complex.

® Requiring less interpretation to
more interpretation.

¢ Requiring less independence to
more independence.

e Less open-ended to more
open-ended.
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CE

LESSON SEQUENCE AND DESCRIPTION

Task for Group 4

Form a table of data showing number of items purchased and
total prices paid, then make a scatter plot of this data. Label
the correct axes with the independent and dependent vari-
ables, and draw an accurate scale. Sketch a line of best fit to
represent the data. Predict how much would be paid for num-
bers of items not specifically in the table. Write a paragraph
describing your predictions and how you came up with them.
How accurate do you think the predictions are? Why?

Discussion of results. After the groups have successfully
completed their tasks, have them share their work with the
whole class. Then, lead a whole-class discussion that
addresses the following questions:

e How did the groups determine what the independent
and dependent variables were?

e What are the strengths and weaknesses of using a line of
best fit for making predictions?

¢ Did the groups prefer using tables or graphs or did it
depend on the situation?

LESSON 3 Introduction of Slope

LESSON SEQUENCE AND DESCRIPTION

Review of graphing and introduction of slope. With the
whole class, review what students have discussed and learned
about change and how change can be represented on a
graph. Explain that how something is changing is called “a
rate of change” and that if change is constant, then the rate of
change is described by the slope of the line of best fit. Slope
can be thought of as the “steepness” or slant of a line. Do not
demonstrate how to determine the slope of a line as the stu-
dents will be grouped based on learning modalities to dis-
cover this on their own.

Small-group discovery learning activity to determine how
to find the slope of a line, based on learning profile. The
students will complete the following tasks in small groups
based on learning modality:

TEACHER COMMENTARY

I made up the data that Group 4 used
in this activity. For example, I pro-
vided a table of a number of CDs and
their prices: 1 CD was $15, 2 CDs
were $30, 3 CDs were $45, etc.
Depending on the group, sometimes I
made the data obviously linear (as
the CD example is) and sometimes I
gave “package deals” like those for a
health club membership or cell phone
plan so that the data were not linear.

My questions here required
metacognitive evaluation.

(1-2 class periods)

TEACHER COMMENTARY

Discovery is critical to real learning!
When students figure out what an
idea means or how a skill works, it’s
likely to be more useful and memora-
ble to them.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Activity 1: Visual Learners My goals here were to
Complete a worksheet that requires you to determine slope
based on linear graphs. Afterward, summarize how to find the
slope of a line using a graph. Hypothesize what lines would
look like with positive, negative, and zero slope, and draw
sketches of these.

Provide discovery learning.
Promote group interaction.
Connect tasks to individual
learning modalities.
Promote success.

Facilitate understanding.

Activity 2: Tactile Learners

Given several equations of lines in the form y = mx + b, use
graphing calculators to graph the lines and then sketch the
graphs on paper. Discuss how the “slant” of the lines changes
from equation to equation. Hypothesize where the slope is
found in the equation of a line and how that number affects
the slant of the line.

Activity 3: Aural Learners

From linear graphs with clearly labeled axes, work with the
teacher to find the slopes of lines. Discuss what changes the
slopes represent. For example, a slope of miles/gallons is the
gas mileage of a car (miles per gallon). Suggest other types of
changes that can be represented by a similar type of graph.
What kinds of changes do the slopes represent?

*Jigsaw activity (heterogeneous groups) to present results of | I like to give the students opportuni-
discoveries and related insights. When the students have ties to be the “experts.” Jigsaw group-
completed their tasks, use Jigsaw to regroup the students into ing is great for that.
groups of three so that each new group includes a student
from the previous groupings. Thus, each group should include
a visual, tactile, and aural learner. Have the students “teach”
their group mates what they discovered through their particu-
lar tasks.

Discussion of results and generation of slope formula.
When the Jigsaw activity is complete (meaning that the stu-
dents have had enough time to share their discoveries), work
with the whole group to generate the slope formula. How can
we find the slope of a line? What information do we need to
use? How do we use this information? Can we generalize a
way to find the slope between any two points? Lead the stu-
dents to the formula for finding slope (m):

m = rise / run

change in y / change in x
Ay [ Ax

(YZ - YI) / (xz - xl)

m= ()/2—)/,) / (Xz_'xl)
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LESSON SEQUENCE AND DESCRIPTION

Review of key concepts about slope. Close the lesson by
reviewing unit generalizations (see page 151) and posting
them in the classroom. The students should leave this lesson
with these understandings:

e Slope is a number that describes the rise over run from
one point to another on a line.

¢ The coefficient of the x-variable in the equation of a line
is the slope of the line.

¢ Slope describes a rate of change.

¢ The sign of the slope can be determined by whether or

not the line rises from left to right (positive slope) or falls

from left to right (negative slope). If a line is horizontal,
the slope is 0.

¢ The magnitude of the number determines how quickly
the change occurs (the steepness of the line).

¢ The sign of the slope determines whether the change is
increasing or decreasing.

LESSON 4

LESSON SEQUENCE AND DESCRIPTION

Demonstration/practice with Calculator-Based Laboratory
(CBL) or Calculator-Based Ranger (CBR) technology. With
the whole class, demonstrate the DT-Match (Distance-Time)
or similar program on the CBL or CBR unit. In groups (if
enough units are available) or as a whole class, have students
take turns trying to match the given graphs. One student
should be the “hiker” and the rest of the group should coach
him or her on how fast to move, which direction to move,
when to stop, and so forth.

Small-group (random) discussion of results. After several
practice runs, put the students into small, heterogeneous
groups to discuss how the “hiker’s” movements affected
the graphs. The students should arrive at the following
conclusions:

¢ The faster the hiker moved, the steeper the graph.

¢ Standing still made horizontal lines.

e Moving toward the motion detector made the lines go
down.

¢ Moving away from the motion detector made the lines
g0 up.

Have the students discuss how they arrived at their conclusions.

*Note: Lesson 4 is optional, as it depends on the technology’s availability.

Discovering Slope Through Technology*

TEACHER COMMENTARY

I kept the students’ “big ideas” or
generalizations posted around the
classroom so that the students and I
could refer back to them frequently.

(1 class period)

TEACHER COMMENTARY

This activity was a great way to incor-
porate technology into the unit in a
meaningful way that enhanced under-
standing. It got us to move beyond
only calculators. In addition, it
included a kinesthetic element that
allowed the students to get up and
move while they learned.
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LESSON SEQUENCE AND DESCRIPTION

Sharing of conclusions and how they relate to slope. Pro-
vide closure for the lesson by asking the groups to share their
conclusions and how they came up with them. Continually
relate the discussion back to the concept of slope, asking,
“How does what you found today relate to what we already
know about slope?”

LESSON 5 Differentiated Quiz

LESSON SEQUENCE AND DESCRIPTION

Review for quiz. Lead a brief, whole-class review of what the
students have learned so far about concepts and formulas
related to slope.

* Quiz on concepts and formulas related to slope, based on
readiness. There are two parts to this assessment. All stu-
dents complete the first group of tasks. The teacher assigns
the final tasks.

Part I: Whole-Class

¢ Calculate slope given a graph.

¢ Calculate slope given two points.

Identify slope given the slope-intercept form of an equa-
tion.

Create a scatter plot graph from given data.

Identify independent and dependent variables.

Sketch a regression line for a scatter plot.

Make predictions or estimations from a regression line.

Part II: Differentiated

Task 1: Struggling Learners
Determine slope using additional graphs and points. Describe
in words how to find the slope given a graph and an equation.

Task 2: Grade-level Learners

Given a line graph with multiple changes, describe the
changes shown in the graph in terms of rate of change and
numerical slope. Predict what the graph would look like if a
certain change in the graph had not occurred.

Task 3: Advanced Learners

Write a letter to a friend who will take this class next year and
explain slope. Be sure to include what it represents, how it
affects a graph, and all the ways to find it. Give examples and
provide any other significant information. Be clear!

TEACHER COMMENTARY

[ wanted the students to see how they

were building upon their prior knowl-
edge.

(1 class period)

TEACHER COMMENTARY

This differentiated assessment was in
line with my differentiated instruction
without sacrificing my need to mea-
sure students’ grasp of the informa-
tion presented thus far.

I gave my struggling and grade-level
students tasks much like ones they
had worked with already, while I
required my advanced students to
transform their knowledge and create
something novel.



DIFFERENTIATION IN PRACTICE

LESSON 6 Graphing with a Point and a Slope (1-2 class periods)

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Review of how to determine the slope of a line. Conduct Here, I allowed many students to

this whole-class review by asking students to explain the pro- explain their thinking. Often they
cess for determining the slope of a line from a given graph. learned as much from one another as
Explain that the reverse process, graphing a line from a given they did from me.

point and a slope, is also possible. Remind the students that

the slope is rise over run, or

m =)/2—)/1/X2—X1

Thus, from the point that is given, go up or down based on
the numerator (up if positive, down if negative), and go to the
right based on the denominator.

Presentation of graphing a line from a given point and
slope. Use a graph on an overhead transparency to explain
the process further.

Begin by explaining that the given point (1, 5) is on the line
and m = 2/3. Plot the point (1, 5). Next, count up from the
point two places (the numerator of the slope) and to the right
three places (the denominator of the slope). This puts you at
the point (3, 8). Plot this point. For practice and to double
check work, repeat the process for a third point. You should
now be at (5, 11). Plot this point. All three points should be
on the same line. Draw in the line.

Point out to the students that “run” should always move to the
right. If the slope is negative, move down on the rise instead of
moving up. It is important to keep the run consistent so that it
always goes to the right. Remind the students to look at the line
to make sure it is logical. A line with a positive slope goes up
when reading from left to right, and a line with a negative slope
goes down when reading from left to right.
*Small—group graphing activity based on learning profile This activity was my response to the
(modality). Assign the students to one of three activities fact that my students needed to learn
based on their preferred learning modalities. in different ways. My goals here were

to
Activity 1: Visual Learners

Students in this assignment group may work individually or
in pairs. Given a point and slope, they will graph lines on Promote sense making.
graph paper. They should plot the given point in one color, Connect tasks to individual
use a second color to show the rise from the point, and use a learning modalities.

third color to show the run from the point. They should then Promote success.

plot the resulting point in a fourth color. The students should Facilitate skill development.
repeat the same process to find a third point on the line.

Provide group interaction.
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LESSON SEQUENCE AND DESCRIPTION

Finally, using a fifth color, they should sketch the line
containing all three points. The students will then apply their
understanding of the process using a problem such as the
following:

Josh buys his first pack of baseball cards for $3, the next two
packs for $4 more, and the next three packs for $6 more.
Show the line that predicts how much Josh will pay for nine
packs altogether.

Activity 2: Tactile Learners

Students should work in small groups of five or six. Each
small group will begin by acting out the process for graphing
a line with a point and a slope. On a large grid on the floor,
one student stands at the original point. A second student
walks the rise and run from the original point to the next
point on the grid, counting aloud while doing so. Another stu-
dent begins where the second student is standing and repeats
the process to find a third point. The students repeat this pro-
cess until all the students represent points on the line. They
then create the line by holding string between them. Finally,
students will apply this same process to a problem similar to
that in Activity 1.

Activity 3: Aural Learners

Students may work individually or in pairs to practice graph-
ing several lines given initial points and slopes. After practic-
ing, they will create a news bulletin that explains the process
and implications of this type of graphing and will share their
bulletins with the class.

Journal response synthesizing understandings of slope and
related graphing exercises. Each student will respond in
writing to the following prompts:

e How do you graph a line given a point and a slope?

e When doing so, what do you have to be careful of?

e What questions or concerns do you still have about this
process?

TEACHER COMMENTARY

This activity was another chance for
the students to process the informa-
tion individually after working with it
in groups. In addition, the journal
responses served as a quick and infor-
mal assessment of their understand-
ing so far.
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LESSON 7 Exploring the Equation (2-3 class periods)
of a Line in Slope-Intercept Form

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Review of previous learning and presentation of Again, I wanted the students to build
slope-intercept form. With the whole class, review what they upon their previous understanding
have learned about graphing lines and slopes thus far. Make and skills.

sure they recall that a line can be graphed given a point and a
slope and that slope can be determined using the equation of
a line in slope-intercept form. Tell the students that there are
different ways to graph a line given an equation and that dur-
ing this lesson they will examine two of these ways.

Explain that equations of lines come in many forms, and each
form has its own name. During this lesson, the students will
work with the slope-intercept form. Begin by explaining the
first method for using equations to graph lines. Place a picture
of a T-chart on the overhead and demonstrate how to generate
an x-value and substitute in to find the corresponding y-value:

Xy

On the overhead, plot the points and draw the line. Explain to
the students that they will soon discover the second method
for graphing a line from an equation.

*Small—group discovery learning based on readiness.
Arrange the students in small groups of three or four, based
on readiness level. All groups should complete the first task
before tackling the appropriate differentiated task.

Task I: All Groups This task represented the “non-
negotiables” or common ground

Given three equations in slope-intercept form, students will necessary for all the students to grasp.

graph the lines using a T-chart. Then they will answer the fol-
lowing questions:

What is the slope of the line?

Where is slope found in the equation?

Where does the line cross the y-axis?

What is the y-value of the point when x = 0?

(This is the y-intercept.)

Where is the y-value found in the equation?

e Why do you think this form of the equation is called the
“slope-intercept?”
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LESSON SEQUENCE AND DESCRIPTION

Task II: Differentiated

Struggling Learners

Given the points (-2, -3), (1, 1), and (3, 5), the students will
plot the points and sketch the line. Then they will respond to
the following:

e What is the slope of the line?
e Where does the line cross the y-axis?
e Write the equation of the line.

The students working on this particular task should repeat
this process given two or three more points and/or a point
and a slope. They will then create an explanation for how to
graph a line starting with the equation and without finding
any points using a T-chart.

Grade-Level Learners
Given an equation of a line in slope-intercept form (or several
equations), the students in this group will

Identify the slope in the equation.

Identify the y-intercept in the equation.

Write the y-intercept in coordinate form (0, y) and plot
the point on the y-axis.

Use slope to find two additional points that will be on
the line.

e Sketch the line.

When the students have completed these tasks, they will
summarize a way to graph a line from an equation without
using a T-chart.

Advanced Learners
Given the slope-intercept form of the equation of a line,
y = mx + b, the students will answer the following questions:

e Which variable represents the slope of the line?

® The y-intercept is the point where the graph crosses the
y-axis. What is the x-coordinate of the y-intercept? Why
will this always be true?

e Which variable in the slope-intercept form represents the
y-coordinate of the y-intercept?

Next, this group of students will complete the following tasks,
given equations in slope-intercept form:

Identify the slope and the y-intercept.

Plot the y-intercept.

Use the slope to count rise and run in order to find the
second and third points.

Graph the line.

TEACHER COMMENTARY

The differentiated tasks moved from
problems that included fewer facets to
those that included more, and from
problems that required a smaller leap
in concept application to those that
that required a larger one.

Throughout the unit, I made time to
work with students individually and
in small groups, based on their partic-
ular needs for growth. Monitoring
group and individual work time gave
me insights into these needs, as did
class discussions and quizzes. I found
time to meet in small groups and with
individuals as students worked inde-
pendently and in groups.
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LESSON SEQUENCE AND DESCRIPTION

Sharing of results and discussion of various equations
studied. Have the groups share what they discovered while
completing their Part II tasks. Pose the following questions to
students who worked in particular groups.

Struggling Learners
How can you reverse the process and find the equation of a
line from a graph?

Grade-Level Learners
How can you graph a line given an equation in the
slope-intercept form without using a T-chart?

Advanced Learners

How does slope-intercept form give you the slope and the
y-intercept? What are the associated variables? What are the
coordinates of any y-intercept?

LESSON 8

The Relationship Between the Equation

TEACHER COMMENTARY

*Here, I wanted all students to be able

to contribute to the discussion, but I
recognized that they needed to be
able to do so in ways that matched
their differing levels of understanding.
In addition, because they had com-
pleted different tasks prior to the dis-
cussion, I knew they would have
different perspectives and ideas.
Thus, I devised questions that
addressed their levels of understand-
ing and expertise.

(2 class periods)

of a Line and the Points on a Line

LESSON SEQUENCE AND DESCRIPTION

Review of slope-intercept form and presentation on work-
ing backwards from a graph to the equation of a line. Begin
the lesson with a whole-class review of the slope-intercept
form. What is it? How do we use it? Next, explain that today’s
lesson will focus on working backward from a graph or other
information to the equation of a line. Ask: What two pieces of
information do we need to write the equation of a line? Point
out that we need any point on the line and the slope of the
line.

Show an example, such as this: Suppose the point on a line is
(3, 1) and the slope is 2/3. How do we find the equation of
the line?

Explain the process: Slope-intercept form is y = mx + b. We
know the slope. (It’s 2/3.) In the equation, substitute the
value of the slope for the variable m:

y=2/3x+b

What does a point have that will help us complete the equa-
tion? (An x- and y-coordinate.) Substitute from the point into
x and y. Make sure the students know which is which.

1=1(2/3)3) +b

TEACHER COMMENTARY

Again, building, building,
building. . . .
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Now simplify and solve for b:

1=2+0D

b=-1
Finally, substitute the value of b into the equation of the line:

y=2/3x-1
Graph the line and check to see if the equation makes sense. This was an opportunity for some log-
Ask students: How will we know if it makes sense? ical thinking.
Application exercises in two (random) groups and discus- This activity allowed the students to
sion of results. Pose the following question and allow the stu- prove for themselves that this process
dents to suggest answers: What if you have two points instead | actually works. Again, the focus was
of one point and the slope? on discovery.

Lead the students to recall that they can find the slope
between two points using the slope formula. Once they have
done so, divide the class into two groups. One group will use
one point and the slope to find the equation of the line. The
other group will use the other point and the slope to find the
equation for the line. Compare answers with the whole class.
Independent practice. All students should practice finding
equations of lines given a point and the slope, two points, or a
graph. A worksheet that the students complete independently
is appropriate for this practice.

*Small—group summarization activity based on learning pro- My goals here were to
file (multiple intelligences). After the students complete
their independent practice, they should break into groups
based on Gardner’s theory of multiple intelligences to work
on one of five possible activities:

* Maximize engagement with the
activities.

Promote sense making.
Promote success.

Provide variety.

Encourage group interaction.

Option 1: Musical Intelligence
Prepare a rap that teaches how to find the equation of a line
given two points.

Option 2: Visual/Spatial and Mathematical/Logical
Intelligences

Make a flow chart that show the steps involved in finding the
equation of a line using 1) two points; 2) a point and a slope;
and 3) a graph of a line.

Option 3: Verbal/Linguistic Intelligence
Write a poem or short story that explains how to find the
equation of a line given a graph.

Option 4: Interpersonal and Kinesthetic Intelligences
Perform a skit that demonstrates how to find the equation of a
line using two points.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Option 5: Interpersonal Intelligence
Next to each practice problem completed previously, explain
the steps to finding the equation.

When the students have completed their group activities, they
should share their products with the whole class or with small
groups representing a variety of other intelligences.

Review. Review the process for finding the equation of a line
given different information by having the first student give the
first step, the second give the next step, and so on until the
class has reviewed how to find the equation of a line in all
three circumstance (two points, one point and the slope, a

graph of the line).
LESSON 9 Solving Real-World Problems Using Lines (1 class period)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Review of scatter plots, regression lines, slope, and appro-
priate graphing. Begin the lesson by asking the students
what they have looked at so far during this unit (scatter plot-
ting data, using regression lines for estimating and predicting,
using slope to analyze how quickly change occurs, ways to

graph lines).

Presentation of related real-world problems. Tell the stu- Finally, we got to the answer to that
dents that during this lesson they will be working on pulling age-old question: Why do we have to
all of this information together to look at how they can use learn this?

lines to solve real-world problems. Point out that they will be
working only with problems that incorporate constant
change.

Present the following example problem:

Suppose the cost of building a new house depends on the
number of square feet in the house. If it costs $50 per square
foot to build the house, and the lot it is to be built on costs
$75,000, can we write an equation of the total cost to build
the house based on its square footage?

Point out that the task is to write the equation that shows the
total cost of the house (c) in terms of the number of square
feet in the house (f). Ask the students to distinguish between
the independent variable and the dependent variable. Which
is which? How do they know? Make sure that they understand
that c is dependent on f.
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LESSON SEQUENCE AND DESCRIPTION

Ask: What does the equation of a line look like?

Write y = mx + b on the board or an overhead. How can we
make our problem look like this equation? Write ¢ = mf + b.
What does b represent in our equation? Lead the students to
see that b represents the cost of the lot before building the
house ($75,000). Given that information, what will the cost of
the house be? Write ¢ = mf + 75,000.

What changes in the house? (Square footage of the house.)
What is the change? ($50/square foot.) What represents the
change mathematically? (Slope.) So . . . what is the slope?
(It’s 50.)

Point out that you now have the equation that models the
total cost of building the house in terms of square footage:

¢ = 50f + 7,500

From this equation, what will it cost to build a house that is
1,500 square feet? 2,500 square feet? If the owners can afford
to spend up to $225,000 on building the house, what is the
largest house that they can build?

Allow the students to work with partners to answer the ques-
tions, and have them explain the processes that they use to
come up with their solutions.

Real-world application problems in heterogeneous (ran-
dom) groups. Divide the class into random mixed-ability
groups of three or four students, and provide each group with
a different application problem.

When the groups have finished, give them the solution so
that they can check their answers and discuss any problems
or questions that they have. Rotate the problems among the
groups and circulate among the groups to hear their
discussions.

Discussion of how to best set up and solve the problems.
Close the lesson with a whole-class discussion of how to dis-
tinguish between independent and dependent variables in
application problems. Invite the students to provide examples
that explain their thinking.

TEACHER COMMENTARY

My goals here were to

¢ Focus on problem solving.

e Promote skill development.

e Provide both self- and group
assessment.

* Promote metacognition.

This discussion focused on getting the
students to think critically.



DIFFERENTIATION IN PRACTICE

LESSON 10

LESSON SEQUENCE AND DESCRIPTION

Review slope, slope-intercept, and the significance of
dependent and independent variables. Lead a whole-class
discussion to review what slope represents, the ways to find
slope, the slope-intercept form of a line, and the significance
of independent and dependent variables.

Lecture on equations for a line. Prior to this lecture, distrib-
ute note-taking sheets based on student readiness. Sheets for
advanced students should be very open-ended, while sheets
for struggling students should include the names of the forms
for equations of lines, as well as problems that have some
areas already filled in.

Move through the following steps on an overhead or the
board so that the students can see as well as hear the process,
and make sure that the students take notes as you move
through the process.

Begin with the equation of a line in the form that the students
are now familiar with:

y=2/3x+7
Set the equation equal to 0:
0=2/3x-y+7

Explain that you do not want to work with fractions, and
model how to clear the fractions from the equation:

0 =2x-3y +21

Point out that this is the general form of the equation of a line
in which A, B, and C are integers:

Ax+By+C=0

Now, model moving the constant (C) to the other side of the
equation:

2x -3y = -21

Point out that this is the standard form of the equation of a
line:

Ax + By = C

Relating the Many Forms of Equations of Lines

(23 class periods)

TEACHER COMMENTARY

Here, we referred back to some of our
“big ideas” posted around the room.

The note-taking sheets required that
all the students listen to the lecture,
taking into account that some stu-
dents are better at taking notes than
others. I wanted all of the students to
get the information down. Thus, I
gave some of them a bit of help.

By both speaking and showing, 1
addressed the needs of both auditory
and visual learners.
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LESSON SEQUENCE AND DESCRIPTION

Ask the students how they might find the slope from these
two forms of the equation of a line. Write:

m=-A/B

Now pose the following problem: Suppose we have a point
(2, 4) on a line, and the slope is 0. What does the equation of
the line look like?

Have the students try to figure this out based on their prior
understanding that horizontal lines have a slope of 0. They
may use the slope-intercept form to generate the equation if
they choose.

After the students have had some time to work with the previ-
ous problem, write the following on the overhead or board:

y=0+b
4=02)+0>b
4 =50
y=0x+4
y=4

Thus, for horizontal lines, y = C.

Point out that for a horizontal line, the x-value never matters.
Whatever x-value one chooses, the y-value will always be the
same. Ask the students if they think the same is true of verti-
cal lines and show the following on the overhead or board:

J

. N
L

Pose the following question: Suppose the points (2, 1) and
(2, -2) are both on the line. What is the slope? Have the stu-
dents use what they already know to arrive at this equation:

m = 3/0

Ask students what is wrong with this equation, and make
sure that they understand that they cannot divide by 0. Tell
them that in this case the slope is undefined. Explain that ver-
tical lines have undefined slopes. Ask the students how they
think they should show this in an equation. Encourage them
to use the same thinking they did to figure out the equation
for a horizontal line.

TEACHER COMMENTARY

Time for some logical thinking . . .

... and for some metacognitive
thinking.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

When the students have worked with this problem for a few
minutes, ask them to explain their thinking. Make sure that
they understand that it does not matter what y-value is cho-
sen because with vertical lines, the x-value will always be the
same. In the problem provided, x = 2.

Ask the students what equation a vertical line has. Remind
them that a horizontal line has the equation y = C.

Quickly review the general and standard forms and tell the
students that there is one more form for the equation of a line.
Introduce this last form using the following process, again
showing the process as you present it verbally. Begin with this
line:

y=101/2)x + 3

Ask: Is the point (2, 4) on this line? How do you know?
Require the students to explain their thinking. Now ask: What
is the slope of the line?

m=1/2

Given this information, can we find the equation of the line in
a way that differs from what we have already done? Show the
following steps, explaining them as you go:

y-4=(1/2) x-2)
Simplify:

y-4=(1/2)x-1
y=(1/2)x +3

Point out that this is the equation of the line and that the first
step is called the point-slope form of a line. Write it out for the
students to see as follows:

y-y, = m(x_xz)

Explain that (x, y,) is a known point on the line and that m is
the slope.

Now review all three forms of the equation of a line. What

questions do the students have at this point?
*Small—group processing activity based on learning profile My goals here were to

(triarchic intelligences). In order to give students time to

process this information further, put them into small groups to

complete tasks based on Sternberg’s triarchic intelligences.

® Promote evaluative thinking.

® Promote group interaction.

¢ Tie tasks to intelligence
preferences.

¢ Promote student success.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Activity 1: Analytical Intelligence

Compare and contrast the various forms of equations of lines.
Create a flow chart, a tale, or any other product to present
your ideas to the class. Be sure to consider the advantages
and disadvantages of each form.

Activity 2: Practical Intelligence

Decide how and when each form of the equation of a line
should be used. When is it best to use which? What are the
strengths and weaknesses of each form? Find a way to present
your conclusions to the class.

Activity 3: Creative Intelligence

Put each form of the equation of a line on trial. Prosecutors
should try to convince the jury that a form is not needed,
while the defense should defend its usefulness. Enact your
trial with group members playing the various forms of the
equations, the prosecuting attorneys, and the defense attor-
neys. The rest of the class will be the jury, and the teacher
will be the judge.

Sharing of small-group work and discussion of the need for
various equations. When all groups are ready, have them
share their work with the whole class. Hold the trial last. In
pairs, the students should discuss whether it is necessary to
have so many different forms for equations of lines. They
should also share which form they like best and why.

LESSON 11 Peer Critiques of Independent Research Projects (1 class period)

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Independent project presentations and feedback in These peer feedback sessions
heterogeneous small groups. The students will present their improved everyone’s work. Peer eval-
independent research projects on change to small groups of uation is an important piece of assess-
their peers, who will rate presentations according to the crite- ment. I encouraged students to revise

ria provided in Part IV of the Guidelines for the Independent their projects based on peer critique.

Research Project on Change (see Sample, 5.1, page 180).

LESSON 12 Presentation of Independent Research Projects  (2-4 class periods)

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Presentation of independent research projects. Each student By encouraging the students to take
will present his or her project to the class and the teacher. Tell notes as a review for their upcoming
the students that these presentations can serve as part of the test, I ensured that they would listen
review for their unit test. Encourage the students to take notes to one another by giving them a clear

as their classmates present. purpose for doing so.
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LESSON 13 Unit Test Review

LESSON SEQUENCE AND DESCRIPTION

Test review with learning stations. Set up learning stations
around the room that provide review problems for the major
unit components:

¢ Finding slope

e Forms of equations

e Scatter plotting

¢ Regression lines and estimation

¢ Using lines to solve real-world problems
¢ Graphing

Allow the students to move freely among the stations as they
see fit, unless you know that some students need to visit par-
ticular stations. In such cases, direct students to stations that
you believe they need to visit.

LESSON 14 Unit Test

LESSON SEQUENCE AND DESCRIPTION

Test. The unit test should include problems typical of the
types presented during the unit:

e Given a table of data, create a scatter plot, sketch a
regression line, and make estimations and predictions.

¢ [dentify independent and dependent variables.

¢ Interpret change verbally in terms of what changes with
respect to what else.

¢ Find the slope using two points, graphs, and equations
of lines. Interpret the slope as the rate of change.

e Graph lines given initial information (points, slope, etc.).

e Write the equations of lines in different forms.
¢ Find equations of lines using two points, graphs, and
one point and the slope.

Finally, the students will write a paragraph stating what they
learned from their project in terms of change, slope, and
lines.

(1 class period)

TEACHER COMMENTARY

Use of learning stations allowed me to
differentiate the review as necessary
(based on need) and also provide
student choice, thus increasing stu-
dent engagement. Students found
these stations more interesting than a
traditional test review session.

(1 class period)

TEACHER COMMENTARY

*As with the quiz in Lesson 5, 1

wanted to address student differences
through the unit assessment just as I
had through the previous instruction
and activities. I based portions of this
test on readiness, with problems mov-
ing from

e Few facets to many facets.

¢ Less complex to more complex.

® Requiring less interpretation to
requiring more interpretation.



UNIT 5: LINE 'Em Up!

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

* Tier the test as necessary to address the students’ varying
readiness levels by providing integer values and more direct
and concrete questions for struggling learners. While all stu-
dents will be expected to reach the unit objectives, individual
problems or questions for struggling students might address
only one facet of what has been presented during the unit at a
time, thus removing some of the complexity in the task.
Advanced learners, on the other hand, should be given mixed
and fractional numbers, and should be required to provide
more complex written interpretation. In addition, their prob-
lems could combine different information presented during
this unit. For example:

Given data, scatter plot and sketch a regression line. Find the
equation of the regression line in any form. What does the
slope represent? What does the y-intercept represent? Make
estimations and predictions.

Teacher Reflection on the Unit

To me, the most important aspect of this unit is that it provides a context for the study of
lines. Most students (and adults) do not understand why they should learn about lines.
By clarifying that change and rate of change is the foundation of upper levels of math
(especially Calculus), I was able to help my students understand why this learning was
important. As a result, I found that most students enjoyed this unit much more than typi-
cal textbook treatment of lines.

I should note that my students often needed more explicit examples and practice as
they worked on this unit. It’s the teacher’s prerogative to recognize when students lack
the skills they need to complete the planned tasks and to meet with smaller groups of stu-
dents to remedy this while the other groups continue to work on further concepts or on
their independent projects. For example, I have found that students who are still strug-
gling with the subtraction of signed numbers need to have that skill strengthened before
they will have success working with the slope formula. Another common area of diffi-
culty can be finding articles and other data to use that would be linear. Sometimes I
resolved this by contriving tables of data myself.

Nanci Smith most recently taught high school math in Arizona. She can be reached at
nanci_mathmaster@yahoo.com.
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SAMPLE 5.1—Guidelines for the Independent Research Project on Change

Change is everywhere. You'll find it in temperatures and populations, in income levels, crime rates, pollu-
tion levels, stock prices, and in many other things. Sometimes change in one area affects another. For
example, as the population changes in your hometown, the incidence of violent crime may change as well.
You have already compiled a list of real-world change that you believe may be linear, and you have heard
your classmates’ ideas as well. You will now select an issue involving change to research throughout this
unit.

Part I: Outline Date due:
Select an issue involving change. Write a brief outline of your project including:

a. Theissue being researched

b. The variables (what is changing)

c.  How you expect to obtain the data needed (a minimum of _____ data points are required)
d. Your prediction about the data (what you expect to learn from the data)

e. A possible conclusion you might draw from this result

Part ll: Research Date due:

Locate a source (or sources) to find the information you need. Identify the sources and record all of the
data points you will be using.

a. Compile and graph the data on a poster to be used in a presentation.

b. Sketch a regression line for the data.

c.  Find the equation of the regression line.

d. Write a brief summary interpreting the change in your project. For example, what does the slope of the
regression line represent in your study?

Part lll: Conclusions Date due:

Develop a list of at least ____ possible conclusions that your data support. These conclusions must be spe-

cific. For example, “There will be more than 5,000 murders in Phoenix in the year 2003” rather than
“Murder rates will go up.” You must be able to justify the numbers that factor into your conclusions.
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SAMPLE 5.1—(continued)

Part IV: Peer Critique Date due:
In small groups of three to five students, you will present your study data, graph, and conclusions. Each
member of the group will critique every other member’s presentation, assigning ratings on a scale of

1 (very poor) to 5 (very good) in the following categories:

a. Presenter’s interest in the issue

b. Presenter’s knowledge of the issue

c. Validity of data

d. Attractiveness of poster

e. Overall presentation quality

Part V: Project Presentation Datedue:

You will present your project to the entire class as you did to your small group. Choose one of your conclu-
sions from Part Ill, and use your data to defend this conclusion before the class. You presentation must
include the mathematics of your research and conclusions.




There’s a Pattern Here,
Folks!

A French I Unit on the Conjugation of —-ER Verbs

Unit Developer: Cindy A. Strickland ~——

Introduction

This three-week unit introduces students to the conjugation of regular -ER verbs in
French. Throughout the unit, students use this skill to communicate information
about activities they like to take part in. They also learn about some of the similari-
ties and differences between French-speaking cultures and their own. Prerequisite
skills for this unit include a comfort level with classroom spoken French, familiarity
with the French sound system, and a beginner’s ability to communicate in French
about concrete topics such as names, greetings, weather, and dates.

The -ER category of regular verbs is the most common in the French language,
and it’s typically the first to be introduced in a formal study of French grammar.
Although most of today’s textbooks and materials emphasize a contextual approach
to language acquisition (introducing grammatical structures only when these are
needed for the communication of ideas and focusing on language use rather than
language analysis), this unit incorporates both a contextual and an analytical
approach to better meet the variety of learning styles present in today’s classroom.
When and how students begin a formal study of grammar depends to some extent
on district goals and emphases and on teacher philosophy. No matter when the
teacher chooses to introduce the formal conjugation process, the activities in this
unit can be used and adjusted to meet the level of language sophistication that stu-
dents possess.

The unit activities focus not only on how to conjugate -ER verbs, but also on
the patterns involved in this process. Language is highly dependent on patterns,
and the ability to recognize patterns will help students throughout their study of
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French and other languages. This unit also gives students the chance to construct their
own knowledge and understanding of how the French language works. It’s designed to
improve students’ understanding and retention of the general rules for conjugation so
that they can apply these rules later as they work with other types of verbs. Note that this
unit focuses primarily on grammar, although most of the lessons do provide a cultural
context for practicing the grammatical structures. A unit test assesses students’ written
progress with the grammatical aspects of the lessons. Performance assessments gauge
student success in spoken language and in understandings related to cultural similarities
and differences.

Differentiation in this unit is based primarily on student readiness for the grammati-
cal components of instruction and primarily on student interest and learning profile for
the cultural components. The unit plan also strives to ensure that whole-group activities
appeal to a variety of creative, practical, and analytical learners.

Note: The sample materials provided at the end of the unit are meant to be examples only.
Whenever possible, teachers can (and should!) make use of the materials that come with
their text series. Pick and choose the activities in your program that fit your current objectives
and that match the readiness, interests, and learning profiles of your particular students.

Teacher Reflections on Designing the Unit

Today’s classroom features a great variety of student interests, learning profiles, and
readiness levels. The world language classroom is no less diverse. I have noticed that
regardless of the grade level I teach, some of my students have more background with
French or other world languages than others. (It is not uncommon for beginners in a mid-
dle or high school class to find themselves seated next to classmates who have had sev-
eral years of the language at the elementary level.) I have also noticed that some of my
students pick up new languages much more quickly than their classmates. And then
there are certain students who find the skills of reading and writing in a new language
easier than speaking it and understanding its spoken form—and vice versa. As world lan-
guage teachers, we certainly have a very complex set of student and general pedagogical
needs to address!

[ designed this unit to better provide for the broad range of readiness levels I see in
my students. Because I crave variety (as do my students!), I always strive to present the
learning activities in multiple formats and through multiple lenses. Part of the fun in a
language classroom is that we constantly talk about everyday things such as personal
likes and dislikes, family and friends, and school and leisure activities. As a result, I find it
fairly easy to get to know my students’ backgrounds and interests. And because I teach
using a variety of models and strategies, I am also able to get a sense of how my students
like to learn. Add to this the fact that I often have students for more than one year, and I
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have a very workable setting for one of the major principles of differentiated learning:
Know thy students!

World/Foreign Language Standards Addressed

Communication:
¢ Students engage in conversations, provide and obtain information, express feel-
ings and emotions, and exchange opinions.
e Students understand and interpret written and spoken language on a variety of
topics.
e Students present information, concepts, and ideas to an audience of listeners or
readers on a variety of topics.

Cultures:
¢ Students demonstrate an understanding of the relationship between the practices
and perspectives of the culture studied.
¢ Students demonstrate an understanding of the relationship between the products
and perspectives of the culture studied.

Connections:
¢ Students reinforce and further their knowledge of other disciplines through the
language studied.
¢ Students acquire information and recognize the distinctive viewpoints that are
only available through the language studied and its cultures.

Comparisons:
¢ Students demonstrate understanding of the nature of language through compari-
sons of the language studied and their own.
¢ Students demonstrate understanding of the concept of culture through compari-
sons of the cultures studied and their own.

Communities:
¢ Students use the language both within and beyond the school setting.
e Students show evidence of becoming lifelong learners by using the language for
personal enjoyment and enrichment.

Unit Concepts and Generalizations
Patterns, Communication
e Language is made up of a variety of patterns.
e Patterns in language are observable.
e Patterns in language are predictable.
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The ability to recognize language patterns can help us understand and predict
meaning in new and unfamiliar contexts.

A language will not always follow its patterns.

The purpose of language is to communicate.

We can use language to communicate in both oral and written form.

Language must be correct enough to allow for understanding between people.
An understanding of language patterns can help us minimize language errors and
maximize communication.

There are both similarities and differences between French-speaking and other
world cultures.

Understanding similarities and differences can enhance communication and
understanding between people of different cultures.

Unit Objectives
As a result of this unit, the students will know

The target regular -ER verbs (beginning with either a consonant or a vowel).
The steps in the conjugation process of regular -ER verbs.

Subject-verb agreement endings for regular -ER verbs.

Oral and written patterns of —ER verbs.

Basic geographical and activity-related cultural differences between two French-
speaking cultures and the local culture.

As a result of this unit, the students will understand that

The conjugation of regular -ER verbs follows a pattern.

Knowing the pattern of conjugation allows for the correct use of French verbs and
improves communication in French.

There are differences between oral and written patterns used when conjugating
-ER verbs.

Communication and understanding are enhanced when people recognize and
understand cultural similarities and differences.

As a result of this unit, the students will be able to

Conjugate regular -ER verbs in the present tense when speaking and writing.
Explain patterns in verb conjugation of -ER verbs.

Predict the conjugation of unfamiliar -ER verbs.

Understand and participate in discussions in French about everyday activities and
interests.

Communicate in both oral and written form about everyday activities and interests
in French-speaking and local cultures.
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Instructional Strategies Used

e Flexible grouping e Flexible pacing

® Learning centers ® Metacognitive thinking

® Ongoing assessment ® Rubrics

¢ Tiered assessment e Tiered assignments

e Varied levels of questions e Sternberg’s triarchic intelligences

Sample Supporting Materials Provided

Sample # Title Page

6.1 Lesson 1 Differentiated Worksheet 206

6.2 Suggested Anchor Activities 209

6.3 Lesson 2 Differentiated Worksheet 211

6.4 Syntax Cards 216

6.5 Group Research Project Guidelines 217

6.6 Group Research Project Checklist for 219
Success

6.7 Lesson 5 Differentiated Worksheet 221

6.8 Differentiated Oral Performance 225
Assessment

6.9 Oral Performance Assessment 227
Evaluation Rubrics

6.10 Differentiated Unit Quiz 229

6.11 Unit Feedback Questionnaire 232

Unit Overview

LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS
LESSON 1 Introduction of verb vocabulary in Some questions/prompts are adjusted
il/elle form (oral and written) for student readiness levels
15 minutes

Practice in small heterogeneous

Introduction to | 8OUPS
Regular -ER | [0Fd>munutes

Verbs in the Guided practice/written application
Present Tense activity based on readiness

105 minutes

Discussion relating the lesson to unit
concepts

I class period 5-10 minutes
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LESSON

LESSON 2

Adding the
Pronoun Je

12 class periods

LESSON 3

Syntax of
Affirmative
and Negative
Sentences

1 class period

LESSON 4

Introduction to
the Group
Research

Project

1-2 class periods

WHOLE-CLASS COMPONENTS

Kinesthetic review of vocabulary
10 minutes

Presentation of additional verb vocab-
ulary, using the Je form/Drill and
practice of spoken forms

30 minutes

Cultural activity presenting related
vocabulary and concepts
20-30 minutes

Journal writing
5-10 minutes

Kinesthetic review activity applying
syntax and verb agreement
25 minutes

Listening activity using verb vocabu-
lary and syntax in heterogeneous
(random) groups

10 minutes

Response sharing
5 minutes

Discussion of related unit concepts
S minutes

Listening review activity incorporating
cultural similarities and differences
10-15 minutes

Discussion of the group research pro-
ject and the culminating product
assignment

10-15 minutes

DIFFERENTIATED COMPONENTS

Some questions/prompts adjusted for
student readiness levels

Written application of verb conjuga-
tions, based on readiness
20-30 minutes

Some students receive more complex
tasks based on readiness

Correct Lesson 2 Differentiated
Worksheet in readiness groups
10 minutes

Students are assigned to project
groups based on learning profile
(triarchic intelligences)

In-class project work in learning pro-
file groups
30-60 minutes
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LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS

Oral vocabulary review activity in het-

LESSON 5 erogeneous (random or self-selected)
groups
1520 minutes
Reading and deductive thinking
activity based on readiness
Using All 3040 minutes
Subject | TR
Pronouns Cue-and-response conjugation drills This may also be done in readiness

10-15 minutes groups

Work time for research projects
1-2 class periods

3—4 class periods

Video narration activity using -ER This may also be done in readiness
verb vocabulary groups
30 minutes
Individual greetings and responses
LESSON 6 based on readiness and interest
5-10 minutes
Review of . N
Spoken and written verb conjugation
-ER Verb . X dom h
Coniugation review game in random heteroge-
Jug neous groups
45 minutes
1 class period
Small-group oral performance assess-
LESSON 7 ment based on readiness
2-3 class periods
Using -ER
Verbs to
Communicate
2-3 class periods
LESSON 8 Competitive review game between Cues are varied based on the readi-
heterogeneous teams ness of individuals “at bat”
50 minutes

Review for
Unit Quiz

1 class period
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LESSON WHOLE-CLASS COMPONENTS DIFFERENTIATED COMPONENTS
Quiz based on readiness
LESSON 9 50 minutes
Differentiated
Unit Quiz on
-ER Verb
Conjugation

1 class period

Presentation and discussion of group
LESSON 10 research project culminating products
1-2 class periods

Cultural |-
Similarities Feedback questionnaire on differenti-
and ated learning experience
Differences 10 minutes

12 class periods

Unit Description and Teacher Commentary

LESSON 1 Introduction to Regular (1 class period)
-ER Verbs in the Present Tense

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Introduction of verb vocabulary in il/elle form (oral and This listening exercise introduced stu-
written). Show the class a picture of Marie Curie and display dents to spoken -ER verbs in context
an overhead that shows common activities representing vari- with related vocabulary. I chose a pic-
ous regular -ER verbs. Point to each activity pictured as you ture of Marie Curie because of the
say the following: cultural link and because I knew sev-
eral of my students were interested in
Marie chante. science. You could also “hook” stu-
Marie parle. dents by using a picture of a familiar
Marie skie. pop culture icon. You might also use a
Marie dine. picture that depicts all the activities
Marie téléphone. you’re describing to present a more
Marie écoute. unified context for the discussion.

Marie arrive.
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LESSON SEQUENCE AND DESCRIPTION

Ask the students to repeat the same sentences chorally as you
point to the corresponding activities. Continue to drill the stu-
dents in groups (certain rows or tables) and individually.

For students who are ready, point to several pictures in a
row and ask the students to provide the sentences one after
another or to combine the appropriate verbs into one
sentence.

Practice in small heterogeneous groups. Challenge each row
or table of students to work together to practice all the sen-
tences represented by the pictures on the overhead. When all
students in a group can recite all of the sentences, they should
call the teacher over for a quick check of their progress.

When the students are ready to move on, show the same
transparency, this time writing sentences underneath them.
Ask: What do the sentences have in common? How did we
get “Marie téléphone” from “téléphoner”?

* Guided practice/written application activities based on

readiness. Using the above activities as a basis of assessment,
divide the students into two groups based on their demon-
strated grasp of -ER verbs.

Group 1: Students Needing Guided Practice
Repeat the choral conjugation activity, this time showing a
picture of Pierre Curie.

Group 2: Students Ready for Application Activities

Have these students begin independent work on the ROUGE
version of the Lesson 1 Differentiated Worksheet. This tiered
worksheet comes in three different, color-coded versions, (col-
lected in Sample 6.1, beginning on page 206) to provide activ-
ities on three readiness levels.

TEACHER COMMENTARY

As you speak, be careful to use only
the third person singular verb form
and to use names rather than pro-
nouns as the subjects of your sen-
tences. However, if your students are
already familiar with subject pro-
nouns, then by all means, use them!

Based on my general knowledge of
the students and their ability to repeat
the sentences on their own, I added
complexity to the task for some.

Here, I allowed students to work
together to give them further practice
and the opportunity to listen to and
learn from one another.

Students used inductive reasoning to
come up with (discover) their own
ideas, and I was ready to accept all
reasonable answers. This activity
especially appeals to the analytical
learner.

Here I applied the principle of flexible
pacing. I did not want to hold some
students back when they were ready
to move on, and I did not want to
rush other students toward work that
they were not yet ready for.

The first activity provided further rep-
etition for those students who needed
it, allowing them to practice using
verbs we had already worked with in
a way that was familiar.

I allowed these students to skip the
guided practice and move on to
application.
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LESSON SEQUENCE AND DESCRIPTION

BLEU: Below Expectation Level
This version requires students to work only with those verbs
that have already been introduced and practiced in class.

BLANC: On Expectation Level

This version requires students to work with many of the same
verbs, but in verb phrases rather than as stand-alones. It also
includes a number of unfamiliar -ER verbs.

ROUGE: Above Expectation Level

This version requires students to work with both familiar and
unfamiliar -ER verbs and to complete a creative thinking task
in which they invent their own French verb to use in a sen-
tence and to translate.

When Group 1’s guided practice is complete, assign those stu-
dents to either the BLEU or BLANC version of the worksheet,
based on readiness. Students working on the ROUGE version
should continue their work.

Discussion relating the lesson to unit concepts. Wrap up
with a whole-class discussion and allow as many students as
possible to share their ideas. Ask: What did you notice about
the work we did with -ER verbs today? What patterns did
you see? How does this relate to our own language?

Introduce the unit generalizations concerning patterns and
communication and post them in the room for all to see. Ask:
How do these relate to what we did today?

TEACHER COMMENTARY

Because my student groupings change
frequently (and I want them to), I
“color code” the work rather than the
students, and I often change the col-
ors for the different levels. Thus, my
students do not think of themselves
as always “blue” or “green.”

Here, I used my knowledge of the stu-
dents’ language and thinking skills to
assign them to the appropriate
worksheet. All the worksheets asked
the students to think about the rule
they were applying (metacognition).

I often play music from a variety of
Francophone cultures during inde-
pendent work time. This exposes stu-
dents to yet another opportunity to
internalize pronunciation and even
grammatical patterns. Many students
find this soothing as well.

When more advanced students fin-
ished their worksheets, I allowed
them to work on other homework
from class or to visit learning centers
in the room. I set up a “French Cul-
ture” center featuring games, puzzles,
magazines, and other items for stu-
dents to peruse as well as a collection
of anchor activities (see Sample 6.2,
Suggested Anchor Activities, page
209). All students have the opportu-
nity to visit these centers at various
times throughout the year.

In addition to bringing closure to our
activities, this discussion required the
students to synthesize their under-
standing of the lesson and to explain
the pattern that they had worked
with. It also gave me the chance to
introduce the big ideas supporting
this unit (the unit generalizations),
which I posted so that we could refer
to them often. Finally, bringing all
students back together for closure
reminds students they all have the
same overall learning goals.
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LESSON 2 Adding the Pronoun Je (1=2 class periods)
LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Kinesthetic review of vocabulary. Have students act out the This “hook” activity got the students
verbs that were introduced during the previous lesson. For actively involved in reviewing the
example, use statements such as “Marie skie” and “Marie verbs that they learned during Lesson
écoute la musique rap.” 1. I added complexity to the exercise

by including more cognate vocabu-
lary. An activity such as this espe-
cially appeals to my kinesthetic

learners.
Presentation of additional verb vocabulary, using the Je [ introduced the pronoun Je and
form/Drill and practice of spoken forms. Once the class has its corresponding -ER conjugation
listened and responded to several statements, show a picture in the same way that I had intro-
of yourself and say, “Voici M/Mme. (your name).” Display the duced -ER verbs during the previ-
activity overhead from the previous lesson and point to the ous lesson. Students were already
pictures as you say, “Je skie,” etc. Have students repeat familiar with the process we used,
chorally after you. and I wanted them to come to con-

clusions similar to the ones they
After sufficient choral practice, ask individual students to say reached previously. Thus, after
the correct sentence using the pronoun je as you point to spe- we practiced using the pronoun je
cific activities on the overhead. with -ER verbs, I led a discussion

regarding the patterns in the verb
Now show the same activity overhead but with the corre- conjugation.

sponding sentences filled in. Ask: What patterns do you

notice? How does this relate to what you discovered during *During this discussion, I adjusted my
the previous lesson? How will this help you to learn French? questions/prompts for various readi-
ness levels. All questions, though, led
students to the patterns and to the
idea that their ability to recognize and
predict the pattern would help them
conjugate other -ER verbs. I con-
ducted this discussion in French,
using both written cues and gestures
to give additional language input and
expose students to vocabulary useful
in describing grammatical structures.
I like my students to be able to talk
about grammar in French as well as
in English. The use of this vocabulary
also provides additional challenge to
more advanced learners.

Continue working with more -ER verbs by showing another
overhead of activities and following the same procedure.
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LESSON SEQUENCE AND DESCRIPTION

Move on to a speaking activity in which you provide the infin-
itive and the subject and the students create the sentences.
For example, provide the infinitive “voyager” and the subject
“Marie.” Students should respond with “Marie voyage.”

Begin this drill chorally, and then move to rows or tables of
students and on to individual students. Choose infinitives
from each of the previous lesson’s worksheets. Add additional
-ER cognates as desired and to challenge more advanced
students.

Now, show three verbs that begin with a vowel rather than a
consonant. Have students practice using these verbs in sen-
tences with different subjects. Ask students to explain the use
of the apostrophe.

Introduce the pronouns elle and il by asking the students to
explain the difference between the sentences “Je chante” and
“Marie chante.” Use the students’ responses to introduce elle
and il as pronouns that replace “Marie” and “Pierre.” Display
and discuss overheads that show examples of the uses of
these pronouns. Ask: What do the sentences on the overheads
say? How do you know?

Show your picture again, and use overheads showing activi-
ties. Say, “Voici M./Mme. (your name). Je m’appelle M./Mme.
(your name).” Point to something that you don’t do and say,
for example, “Je ne skie pas” or “Je chante bien, mais je ne
danse pas.”

Using the same overheads, point to particular activities and
ask questions such as “Tu chantes bien?” Ask individual stu-
dents to respond to your questions using the pronoun je and
the correct conjugation of the -ER verb. As a hint, show an
overhead that gives statements in the negative form.

TEACHER COMMENTARY

I mixed up the subjects so that stu-
dents were required to respond using
both proper nouns and the pronoun
je. I gave students verbs that they had
not been exposed to previously to see
how well they could transfer their
understanding of the conjugation pat-
terns to unfamiliar words. Using
sticky notes and a clipboard, I unob-
trusively jotted down my observations
of individual students’ ability to apply
the patterns so that I could assign this
lesson’s worksheet activities to the
appropriate students.

Rather than telling the students the
reason for the j°, I chose to let them
think about it on their own. I encour-
aged those who were able to explain
en frangqais.

[ wanted the students to arrive at their
own conclusions regarding the differ-
ences between the sentences I posed.
Although I directed my question to the
whole class, I designed it with my more
abstract thinkers in mind. Using the
additional overheads allowed students
to see the pronouns in combination
with verbs (again noting patterns), and
also allowed them to see the new
vocabulary written out.

I took the students one step further by
asking them to use their new grasp of
verbs and pronouns to answer ques-
tions about their performance of spe-
cific activities. I listened closely for
their correct usage of je and -ER con-
jugation and for their abilities to use
their developing knowledge of pat-
terns to make sentences negative. In
this and other activities, I tried to
introduce additional -ER verbs that
matched the interests and activities of
the particular students in my class to
increase engagement and motivation
to communicate.
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LESSON SEQUENCE AND DESCRIPTION

*Written application of verb conjugations, based on readi-

ness. Assign the students to the appropriate version of the
Lesson 2 Differentiated Worksheet (collected in Sample 6.3,
beginning on page 211), based on their performances during
this lesson and knowledge of their need for structure in an
assignment. For this worksheet, I changed the color designa-
tion for various readiness levels to VERT, GRIS, and JAUNE.

VERT: Below Expectation Level

This version of the worksheet provides concrete practice that
closely resembles what students have already done during
class and provides clear examples of patterns.

GRIS: On Expectation Level

This version provides practice with less scaffolding, a mixture
of pronouns and verbs, and no reminders about vowel
changes.

JAUNE: Above Expectation Level
This version provides open-ended activities with little scaf-
folding and requires greater independence.

While students work independently on their worksheets, pull
groups of students aside for additional practice with verbs and
pronouns. Uncompleted work should be assigned as home-
work.

Cultural activity presenting related vocabulary and con-
cepts. Show pictures you have cut from contemporary French
and American magazines. In French, describe what the people
in these pictures are doing. Choose pictures that illustrate cul-
tural similarities and differences between the local culture and
France or another French-speaking country. Point out these
differences in your narratives about the pictures, using lan-
guage that is a little above students’ current level of compre-
hension. Some examples might include

TEACHER COMMENTARY

[ did not assume that these
worksheet groups would be the
same as groups I used in the previ-
ous lesson. Changing the group
membership is a response to stu-
dents’ changing knowledge and
skills—it keeps the level of chal-
lenge appropriate. Changing group
designations, seating areas, number
of groups, and order of giving direc-
tions to groups draws attention
away from the precise composition
of the group.

These application activities seem
to especially appeal to analytical
learners.

I based my small-group work with
each group of students on their readi-
ness levels and adjusted my questions
to these levels while trying to push
the students a little further than they
had gone previously. This promotes
learning by giving me a better sense
of individual student needs and by
allowing me to challenge individual
learners appropriately.

I spent a short amount of time dis-
cussing geographical and cultural
differences among the various French-
speaking countries. I focused on how
geographical differences influence
culture (for example, how geography
affects the activities in which young
people typically take part) because I
knew students had discussed this idea
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LESSON SEQUENCE AND DESCRIPTION

e Paul skie aux Alpes. Jim skie dans le Colorado.

e Pierre dine a 20 heures. John dine a 6 heures.

¢ Chantal parle frangais, italien, et espagnol. Mary parle
anglais.

Journal writing. Close this culturally-focused portion of the
lesson by asking students to write three to five sentences in
their journals about what they like to do for recreation. Have
them speculate about whether or not students their age in
France (or in another French-speaking country) would partici-
pate in the activity or activities they’ve identified.

LESSON 3

LESSON SEQUENCE AND DESCRIPTION

*Kinesthetic review activity applying syntax and verb agree-
ment. For this activity, prepare two sets of “syntax
cards”—Ilarge index cards, each bearing a single sentence part
(see Sample 6.4, Syntax Cards, page 216).

Set 1

These cards should contain a variety of French words. As stu-
dents enter the classroom, give the majority of the class a syn-
tax card from this set. (If there are any of these cards left over,
post them on the walls around the classroom.)

Set 2

For this set, use index cards in a contrasting color. Each card
in Set 2 should show one of the following words: ne, n’, pas,
and je.

Give the more advanced learners syntax cards from Set 2. Ask
these students to sit in the middle of the room with their
cards. They will serve as observers/checkers during the first
part of the activity.

Syntax of Affirmative and Negative Sentences

TEACHER COMMENTARY

in their geography classes. This was
also a good place to bring up the idea
of stereotypes and their complex ori-
gins. Whenever possible, I used verbs
students had already learned, point-
ing out both similarities and differ-
ences among the countries.

Although it’s controversial, I sometimes
allow students to use a mixture of
French and English (“franglais”) in their
journals when [ want them to focus on
communication of ideas more than
grammar or vocabulary. Students could
also use a dictionary to find additional
“activity vocabulary.”

(1 class period)

TEACHER COMMENTARY

This was a way to get the students
physically involved in reviewing the
skills we had previously learned. I
considered Gardner’s theory of multi-
ple intelligences and chose to use
bodily/kinesthetic intelligence to rein-
force appropriate sentence syntax. Be
sure you have enough cards for every-
one in the class.

I gave Set 2 cards to my more
advanced students because 1) it
removed them from the first part of
the activity so I could really observe
my other students’ abilities; and 2)
they would be more appropriately
challenged by the second part of the
activity, which requires transforma-
tion of the sentence syntax. Having
the advanced students sit out the first
part of the activity sets up their role in
the second part.
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LESSON SEQUENCE AND DESCRIPTION

Explain to the rest of the class that their task is to create sen-
tences from the words on their cards by arranging themselves
(each holding a syntax card) in an appropriate order. They
may show their cards as they complete their sentences, but
they may not talk. Tell the students that each sentence should
be made up of exactly three cards. Point out that extra sen-
tence parts are posted around the room should anyone need
them or want to use them.

Once students have created their sentences, tell them to form
a large circle so that all the sentences can be seen. If some
sentences do not make sense, have students make necessary
changes, again without speaking. They should do so by mov-
ing themselves rather than switching cards. All the sentences
must make sense before the activity proceeds.

Next, have the students in the middle of the room work
together to make each of the sentences negative, using their
cards. Again, they should not speak during this process.

As closure for this portion of the lesson, have the students
read aloud both the affirmative and the negative forms of
their sentences.

* Correct Lesson 2 Differentiated Worksheet in readiness

groups. Provide the correct answers to the VERT (below
expectation level) and GRIS (on expectation level) versions of
the worksheet on the board or an overhead so that the stu-
dents in these groups can correct their own homework.

Ask the students who completed the JAUNE (above expecta-
tion level) version of the assignment to write their sentences
on the board. The whole class will correct these sentences.
Once students have finished correcting their work, discuss
any common errors.

TEACHER COMMENTARY

I watched closely for the students’
grasp of vocabulary as well as for
their abilities to create the sentences
by putting the words in the correct
order.

[ asked students to remain silent dur-
ing this activity both to focus their
attention on the physical aspects of
the activity and to make it fun by
having them work together without
talking. This can be quite a challenge
for students!

I wanted my advanced students to
take the activity one step further, as
the concept of making the sentences
negative was relatively new to them.

[ also pointed out the occurrence of
patterns in sentence syntax.

I wanted students to correct their own
homework so they could really attend
to their own particular mistakes. I
moved around the room, listening in
and taking notes. (To signal my wish
to observe students rather than inter-
act with them, I wore a special scarf
around my neck. Students were used
to this signal, which I’d used in previ-
ous units.)

I decided all students should see the
more advanced JAUNE sentences. In
my efforts to constantly monitor and
assess students, I was interested to
find out which of the students
seemed to “get it” even though they
did not complete that particular
assignment. I also monitored for spe-
cific student problems.
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LESSON SEQUENCE AND DESCRIPTION

Listening activity using verb vocabulary and syntax in het-
erogeneous (random) groups. Randomly divide the students
into small groups of three or four. Give each group a tape
recorder and a recording of several sentences that include
both masculine and feminine pronouns and are both affirma-
tive and negative. The groups should work together to reach a
consensus about the pronoun in the sentences they hear and
whether the sentence is in the affirmative or negative form.
They should write their responses on a group response form.

Response sharing. When all small groups have finished the
listening activity, reassemble as a large group and allow stu-
dents to share their responses and discuss the strategies they
used.

Discussion of related unit concepts. Close this lesson by dis-
cussing the relationship between communication and pat-
terns. Ask: What clues do subject pronouns give us about the
patterns we hear?

LESSON 4

LESSON SEQUENCE AND DESCRIPTION

Listening review activity incorporating cultural similarities
and differences. Provide students with a variety of pictorial
resources depicting various French-speaking cultures. Encour-
age students to make predictions about how young people
their age in these cultures might complete the following or
similar sentences:

Je skie . . . (where?)

Jécoute . . . (to what kind of music?)
Je voyage . . . (where? when?)

Je dine . . . (when? on what?)

Introduction to the Group Research Project

TEACHER COMMENTARY

This listening discrimination activity
provided more exposure to correct
pronunciation and reinforcement of
the skills we had been working on.

I decided to let students work in
mixed-readiness groups because they
had not done so previously and it was
appropriate that students who were
more advanced help those who were
struggling. Whenever possible, I use
the audiotape activities that accom-
pany my textbook series.

This provided students with another
opportunity for metacognition.

[ wanted students to keep the con-
cepts of communication and pat-
terns in mind throughout the unit.

(1-2 class periods)

TEACHER COMMENTARY

This warm-up reviewed the grammat-
ical construction we were working on
and also reinforced the idea that
young people in various cultures
enjoy many of the same activities, but
also do things that are unique to their
geographical and/or cultural environ-
ments.

Discussion of the group research project and the culminat- *I divided students into research

ing product assignment. Next, divide students into research
groups and distribute the Group Research Project Guidelines
(see Sample 6.5, page 217).

This project requires students to devise both a visual and a
written way to compare and contrast at least two French-
speaking cultures with their own U.S. (or other) culture.

groups based on learning profile
(triarchic intelligences). Much of my
grouping in this skill-based unit was
by readiness. In this activity, I wanted
to be sure to offer students opportuni-
ties to work together based on
learning profile and/or interest.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY
Carefully go over the instructions. Stress to students that their The mixed-readiness abilities natu-
work must be highly illustrative of similarities and differences rally found in these groups helped
in the cultures they select. Distribute and discuss the Group promote better understanding of the
Research Project Checklist For Success (see Sample 6.6, grammatical points we were study-
page 219), which all group members should fill out and turn ing. I provided resources in French
in with their completed projects. This will help the groups and in English to accommodate the
plan their project and encourage a higher quality of perfor- various ability levels within each
mance overall. group. When designing my groups,

[ also made sure to strategically
place students with particular
strengths in leadership, creativity,
and task commitment into each
group. I especially encouraged
groups to choose at least one
lesser-known francophone culture
to research.

When the major purpose of an
assignment is cultural understand-
ing rather than grammatical accu-
racy, I sometimes allow students to
use French and/or English. In this
case, I wanted students to focus on
cultural understandings, which
would likely require a greater degree
of French language sophistication
than they had at this point in their
studies. Therefore, the products stu-
dents turned in were done primarily

in English.
In-class project work in learning profile groups. Allow stu- Because my students find it difficult
dents to start sketching out a plan for completing their group to get together outside of class, it’s
research project and its culminating product. Explain that they necessary for me to provide time in
will have class time to work together on the project. class for this type of activity. I also

encouraged students to work on
their projects when they finished an
activity early or during study hall or
lunch. There’s a work area in the
back of my classroom set aside for
this purpose.
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LESSON 5

LESSON SEQUENCE AND DESCRIPTION

Oral vocabulary review activity in heterogeneous (random
or self-selected) groups. Break students into random or
self-selected mixed-ability groups of six to eight and ask each
group to sit in a circle.

One student in each group begins by choosing a verb and
using it in a sentence. For example, he or she may say, “Je
regarde la télé.”

The next student does the same, but first repeats the first stu-
dent’s sentence using the correct pronoun for that student and
the correct form of the -ER verb: “Elle (II) regarde la télé. Je
voyage a Dallas.”

The third student then does the same: “Elle regarde la télé. Il
voyage a Dallas. J’écoute la radio.”

The students continue adding sentences until all have had a turn.
Note that students may not choose a verb that has already been
used. Students should then repeat the game, this time using neg-
ative sentences and moving in the opposite direction.

*Reading and deductive thinking activity based on readi-
ness. Students work on two different levels for this activity
(see Lesson 5 Differentiated Worksheet, collected in Sample
6.7, beginning on page 221). Students working below and on
expectation level (ROSE) work with the teacher, while those
working above expectation level (NOIR) work independently
in a separate group.

ROSE: Below and On Expectation Grade Level

Use the reading passage as a springboard for introducing the
complete conjugation of -ER verbs. As much as possible,
speak only in French, even when using such terms as conju-
gate, subject, verb, affirmative, and negative. Encourage the
students to use this vocabulary as well.

Once students in this group have completed the work with the
reading passage, present the conjugations of chanter and diner
on the board. Have the students conjugate monter at their
desks while you do it on the board.

Using All Subject Pronouns

(3-4 class periods)

TEACHER COMMENTARY

This synthesis activity required stu-
dents to pull from everything they
had learned regarding verb conjuga-
tion, pronouns, affirmative and nega-
tive sentences, and the various
patterns involved. I wanted them to
change verb conjugations and pro-
nouns as appropriate.

Because I wanted students to be able
to work together and help monitor
each other, I decided on mixed-ability
groups. In my classroom, students
know they will be constantly shifting
groups and working with a great vari-
ety of peers over the course of a unit.
I make a deliberate effort to monitor
who has worked together recently in
order to ensure a “fruit-basket-upset”
kind of flexible grouping.

As I moved among the groups, I lis-
tened for students who were strug-
gling and stepped in to coach as
necessary.

I based these groups on my observa-
tions during the previous lessons, and 1
modified the previous readiness group-
ings as needed. In some cases, students
who appeared very advanced benefited
from slowing down a bit and working
with me. In other cases, I noticed that
some students were moving through
the material much more quickly than
they had been earlier. I moved them to
the more advanced (the above expecta-
tion level) group. In this way, I ensured
that my groups were changing as my
students’ readiness levels were chang-
ing. Also, simply by using only two
groups instead of three, I encouraged a
different mix of students.
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LESSON SEQUENCE AND DESCRIPTION

Assign various -ER verbs to the students and have them con-
jugate them on their own. When finished, students should
write their conjugations on the board so the rest of the group
can check them for accuracy.

Discuss what happens when a verb begins with a vowel.
Demonstrate and practice conjugation in the negative, and
point out the spelling changes in nager and voyager.

NOIR: Above Expectation Level

Be sure to distribute parts A and B of the worksheet sepa-
rately. If you don’t, students will be able to look ahead, which
may discourage their use of deductive thinking skills.

Allot 30-40 minutes for these activities. Unfinished work
should be completed as homework.

Cue-and-response conjugation drills. Bring the students
back together as a large group for the following (or similar)
oral drills.

Constant cue: Je

Cue: Nager

Response: Je nage.
Cue: Téléphoner
Response: Je téléphone.
Continue as needed.

New constant cue: Nous
Cue: Voyager

Response: Nous voyageons.
Cue: Diner

Response: Nous dinons.
Continue as needed.

TEACHER COMMENTARY

All students, regardless of their ability
level, benefit from the teacher’s time
and attention. If you have access to a
high-quality language lab, after you
have completed the guided activity
with the ROSE group, have those stu-
dents start on some listening activities
while you work with the NOIR group
to check their progress and under-
standing. Again, push them to discuss
their work en frangais. Whenever
possible, promote metacognition by
asking them to explain their thinking
and reasoning.

I often make use of the audio portion
of my text series in planning and
designing drills like these. This kind
of drill gives me another chance to
assess my students’ progress and their
level of automaticity with this gram-
matical form. I listened for and cor-
rected mistakes in both pronunciation
and syntax.

*If you have the appropriate language

lab equipment, you can have some
students working on simpler drills
while others work on drills better
suited to their advanced abilities.
Remember that some students with
advanced writing skills in French may
have difficulty with listening and/or
speaking activities and vice versa. Be
sure to assign students to activities
accordingly.
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LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Cue: Je nage.

Response: Je ne nage pas.
Cue: Je danse.

Response: Je ne danse pas.
Continue as needed.

Cue: Il skie.

Response: Il ne skie pas.

Cue: Vous parlez.

Response: Vous ne parlez pas.
Continue as needed.

Cue: Je nage/Tu
Response: Tu nages.
Cue: Nous.

Response: Nous nageons.
Cue: Elles

Response: Elles nagent.

* Work time for research projects. Have students meet in their Be sure that you schedule adequate
project groups to conduct research and work on their project’s time for research project work. You
culminating product assignment. may wish to devote a day or two to

the research project at this point or
from time to time throughout the rest
of the unit. I also recommend allow-
ing students to work on their research
projects whenever there’s extra time

in class.
Video narration activity using -ER verb vocabulary. *This may be completed as a whole
Show a video on French-speaking young people and their class or in readiness groups. I use the
favorite activities or pastimes. Stop the video from time to materials that come with my text
time to ask questions that use the verb vocabulary students series whenever possible. Many
have been practicing. You might also turn off the sound and include video components that deal
ask students to narrate short segments of the video. with both cultural and grammatical

topics. Sometimes I choose short clips
from commercial videos, such as

The Little Mermaid, Free Willy, or

101 Dalmatians, and use unit vocabu-
lary to describe characters’ actions.
(“Ariel nage,” in The Little Mermaid,
for example.)
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LESSON 6

LESSON SEQUENCE AND DESCRIPTION

Individual greetings and responses based on readiness and
interest. As the students enter the classroom, stand at the
door and ask them a question in French that they must also
answer in French. Vary the questions based on the students’
grasp of vocabulary and verb conjugations.

Spoken and written verb conjugation review game in ran-
dom heterogeneous groups. Put the students in mixed-ability
groups, four students to a group.

Tell the students that they will be playing a game that will
give them an opportunity to practice -ER verb conjugations.
Give each group the following materials: a die, a stack of
cards showing French infinitives, and a stack of cards show-
ing illustrations of the verbs taught thus far. The groups are to
complete the following tasks:

Task 1: All Groups

Using the stack of cards showing pictures of activities, stu-
dents take turns rolling the die and making sentences based
on these rolls:

1 =je 2 =tu
3 =1l 4 = nous
5 = vous 6 = elles

As each student takes a turn, the others in the group should
act as “checkers,” making sure that everyone is following the
correct conjugation.

The goal is for the group to go through the entire stack of

illustrations without making any errors. When they are ready,
they may do so for the teacher. Once a group has successfully
completed the first task, it should move on to the second task.

Task 2: Groups Finished with Task 1

Working with the stack of French infinitives (which should
include verbs in addition to the ones the students worked
with in Task 1), students again roll the die to determine which
pronoun to use. This time, however, they write their
responses.

Review of —-ER Verb Conjugation

(1 class period)

TEACHER COMMENTARY

[ differentiated this greeting by asking
some students less complex questions
and others more difficult questions. In
choosing my prompts, I also applied

what I knew about students’ interests.
For above expectation level students, I
encouraged elaboration of response.

This activity gave students another
opportunity to practice -ER verb con-
jugation using a game (always a good
“hook” for students). I guessed that
some groups would move through the
first activity more quickly than others,
so I created the second version to
accommodate their different paces.

Just for fun, I gave the group mem-
bers a small prize when they reached
this goal.

The second task was a bit more diffi-
cult than the first because it asked
students to work with verbs we had
not used as much or at all during our
previous lessons. Thus, it provided
me with information on students’
facility with the patterns of -ER verbs
and offered an extra challenge for
groups that mastered the first task
more readily.
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LESSON SEQUENCE AND DESCRIPTION

Make sure each group has an answer sheet, and have the
group members take turns writing the correct conjugations.
You may want them to switch roles every three to four min-
utes or so.

Play should continue until all of the groups have successfully
completed Task 1.

LESSON 7

LESSON SEQUENCE AND DESCRIPTION

*Small—group oral performance assessment based on readi-

ness. Students work in readiness groups to prepare and per-
form dialogues or skits demonstrating their understanding of
and facility with -ER verb conjugation (see Sample 6.8, Dif-
ferentiated Oral Performance Assessment, beginning on
page 225).

VIOLET: Speaking and Writing Below Expectation Level

This version of the assessment is a highly structured activity
and requires students to use only the singular forms of -ER
verbs.

ARGENTE Speaking and Writing at Expectation Level

This version of the assessment has explicit instructions, but

provides students more choice in the setting and structure of
their skits. In addition, students must be sure to use all sub-
ject-verb combinations.

ORANGE: Speaking and Writing Above Expectation Level
This version provides less explicit instructions and requires
students to reach a consensus about how to show their
advanced mastery of -ER verbs. In addition, their skits must
incorporate elements of humor and surprise.

Rubrics for this assessment differ accordingly (see Sample 6.9,
Oral Performance Assessment Evaluation Rubrics,
beginning on page 227).

Using -ER Verbs to Communicate

TEACHER COMMENTARY

Remind students of the different conju-
gation patterns found in written and
spoken French.

(2-3 class periods)

TEACHER COMMENTARY

This activity gave students an oppor-
tunity to apply their understanding in
a creative and group-oriented way
that focused on real communication.
[ knew that I had to differentiate this
assignment because my students
would be coming at it from so many
different levels of preparedness.

[ knew that the evaluation of student
performance on this differentiated
activity must also be differentiated. I
felt that I could effectively use one
rubric to evaluate the works of stu-
dents in the VIOLET and ARGENTE
groups, but that I needed a slightly
different rubric to evaluate the works
created by students in the ORANGE
group. I also made sure that rubric
descriptors included opportunities for

both individual and group evaluation.
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LESSON SEQUENCE AND DESCRIPTION

All groups should practice their dialogues and skits so that
they can perform them in front of the class. When each of the
groups has had enough time to create and practice its skit,
have a skit performance time during which the groups share
their work with one another.

LESSON 8 Review for Unit Quiz

LESSON SEQUENCE AND DESCRIPTION

Competitive review game between heterogeneous teams.
Students review -ER verb conjugations through a class com-
petition between two teams.

One student from each team stands at the board while you
stand at the back of the room and provide a cue such as,
“Voyager. Vous.” The students write the correct conjugation of
the verb along with the pronoun (i.e., “Vous voyagez”) on the
board. The first to do so correctly wins a point for his or her
team. No coaching from teammates is allowed, and the teams
should rotate until all students have had several turns.

TEACHER COMMENTARY

After each group performed its skit,
the class provided feedback using a
“positive-something to work on-posi-
tive” format. (For example, “You were
very dramatic. You were a little hard
to hear at times. Your pronunciation
was great.”) I also asked students
questions about the skits to assess
their overall comprehension and to
encourage careful listening.

(1 class period)

TEACHER COMMENTARY

This provided a quick review in prep-
aration for the upcoming unit quiz. I
mixed up the readiness levels on the
teams so that one team would not be
noticeably stronger than the other. In
addition, I tried to consider readiness
levels when I gave my cues, although
I did not draw attention to this.

LESSON 9 Differentiated Unit Quiz on —ER Verb Conjugation (1 class period)

LESSON SEQUENCE AND DESCRIPTION

Quiz based on readiness. Administer the Differentiated Unit
Quiz (see Sample 6.10, beginning on page 229). The quiz
contains two sections, with multiple options within each that
respond to a variety of intelligence preferences. Activities
focus on students’ abilities to understand vocabulary, conju-
gate -ER verbs, and explain how the unit concept of patterns
relates to -ER verbs.

TEACHER COMMENTARY

Because many of this unit’s lessons
had been differentiated, it did not
make sense to give all students the
exact same unit evaluation. I decided
to create a quiz that incorporated
choice so that the students could
choose how to show me their under-
standing. Also, one activity on the
quiz encouraged students to think on
a higher level, and I was interested to
see who would choose that particular
option. If you prefer, you may assign
certain sections to particular students
based on your assessment of their
current skill level or learning profile.
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LESSON 10 Cultural Similarities and Differences (1-2 class periods)

LESSON SEQUENCE AND DESCRIPTION TEACHER COMMENTARY

Presentation and discussion of the group research project
culminating products. Have groups share their products with
the rest of the class. Use the variety of products presented to
illustrate the various ways we can transmit information about
culture. Discuss: What is necessary for good communication
and understanding between peoples?

Feedback questionnaire on differentiated learning experi- This questionnaire gave me informa-
ence. When all groups have presented their products, have tion about the unit itself and its inter-
the students complete the Unit Feedback Questionnaire (see est to the students, as well as further
Sample 6.11, page 232). information about the students’ inter-

ests and learning profiles.

Teacher Reflection on the Unit

Overall, I was pleased with the results of my unit. Students indicated that they liked the
variety of activities offered. Most felt they were appropriately challenged. This particular
unit required a lot of up-front work in designing the different levels of worksheets. Of
course, the skit rubric will be useful in future years, and I will be able to reuse many of the
class materials, such as the syntax cards. Still, in future applications, my goal will be to
concentrate more on adapting existing series materials to the different ability levels in my
class. There are so many activities provided in my text series, and I seldom get to them all
in a particular unit. I think that if I pay attention to the variety of materials available, I can
successfully pick and choose those activities or parts of activities that are most appropri-
ate to my students’ varied interests, learning profiles, and readiness levels.

Cindy A. Strickland has taught French in Minnesota, Indiana, and Virginia. She can be reached
at cindystrickland @virginia.edu.
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SAMPLE 6.1—Lesson 1 Differentiated Worksheet

BLEU

—ER Verbs in the Present Tense

Fill in the blanks with the appropriate form of the verb in parentheses:

1. Marie

2. Marie

3. Marie

4. Marie

5. Marie

6. Marie

7. Pierre

8. Pierre

9. Pierre

10. Pierre

11. Pierre

12. Pierre

. (parler)

. (diner)

. (téléphoner)

. (danser)

. (jouer)

. (skier)

. (skier)

. (jouer)

. (danser)

. (téléphoner)

. (diner)

. (parler)

What is the rule illustrated by the examples above?
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SAMPLE 6.1—(continued)

BLANC

—ER Verbs in the Present Tense

Fill in the blanks with the appropriate form of the verb in parentheses:

1. Marie . (diner a Burger King)
2. Pierre . (téléphoner a Marie)
3. Pierre . (skier aux Alpes)

4. Marie . (danser la polka)

5. Marie . (jouer au foot)

6. Pierre . (parler francais)

Use the examples above to help you complete the following:

7. Marie . (visiter Paris)

8. Pierre . (arriver a New York)
9. Marie . (inviter le président)
10. Marie . (regarder la télévision)

11. Marie . (voyager en ltalie)
12. Pierre . (monter la montagne)

What is the rule illustrated by the examples above?
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SAMPLE 6.1—(continued)

ROUGE

—ER Verbs in the Present Tense

Fill in the blanks with the appropriate form of the verb in parentheses:

1. Pierre . (téléphoner a Marie)
2. Pierre . (skier aux Alpes)

3. Marie . (voyager en Afrique)
4. Marie . (inviter le président)
5. Marie . (jouer au foot)

6. Pierre . (parler francais)

7. Marie . (regarder la télé)

8. Marie . (danser la polka)

9. Marie . (visiter Paris)
10. Pierre . (arriver a New York)
11. Marie . (diner a Burger King)
12. Pierre . (monter la montagne)

What is the rule illustrated by the examples above?
Make up your own French verb that follows the pattern above and write it here:
Now write a sentence using your verb:

Pierre




UNIT 6: THERE'S A PATTERN HERE, FOLKS!

SAMPLE 6.2—Suggested Anchor Activities

Note to Teachers:

The following activities are suggestions for tasks students can work on in a “French Culture” learning
center. The center approach provides students with activities related to their study of French that they can
work on when they first enter the classroom or when they have completed their assigned work. In addition,
this type of anchor activity can help with the management of differentiation by giving groups of students
independent work to complete while you focus on the needs of other groups of students. You may

decide to require each student to complete one or more of the tasks, according to the student’s interests,
learning profile, or readiness levels. Remember that all students should have opportunities to work in

areas of strength, particularly when the focus is not on a specific structure, but on using structures to
communicate.

Suggested Activities:

1. The teacher will collect and display pictures from both French and American magazines. Choose pictures
that highlight cultural differences between France and other French-speaking countries and the local cul-
ture. Audiotape a narration about the pictures in which you point out these differences in your descrip-
tion of the pictures in French. Be sure to use language that is a little bit above the students’ current level
of comprehension in order to stretch the students and thus promote learning. Also, whenever possible,
use verbs the students are learning in order to reinforce their vocabulary growth. Encourage students to
create their own sentences about the pictures and to look for other pictures to discuss in French. They
might put these into a booklet and/or record a narration.

2. Provide a variety of visuals that depict various French-speaking cultures. Provide French sentence starters
(for example, “Je skie . . .” and “J'écoute . . .”) that students will add on to in response to the visual
cues. How do young people in French-speaking cultures behave? What do they like? How do they com-
pare to young people in our country? The students should come up with a way to communicate their
comparison of their country and at least two French-speaking cultures. They may do so orally (presenta-
tion, skit), visually (poster, storybook, chart), or in some other format. Remind students to use correct
syntax in their products.
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SAMPLE 6.2—(continued)

3. Watch a video about French-speaking young people and their favorite activities and pastimes (such vid-
eos often accompany textbook series). Have the students stop the video from time to time to create sen-
tences based on the activities being shown in the video. They can also turn off the volume and create
narration for the video. You can also do this activity with clips from feature films that have been trans-
lated into French.

4. Using software such as The Learning Company’s Kid Pix or other paint or animation programs, have stu-
dents design a slide show or movie of young people enjoying various pastimes in America and a
French-speaking country. Have them narrate their product in written or oral form.

Additional anchor activities might include playing French games such as Mille Bornes, Scrabble, and
Monopoly; listening to French music; or browsing through a box of French children’s books. There are also
many children’s books on tape available through companies that specialize in world language materials.
And don't forget about the numerous computer programs available for French. Note, however, that these
activities do not have a direct link to this unit; instead, they serve as general enrichment and language
extension.
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SAMPLE 6.3—Lesson 2 Differentiated Worksheet

VERT

The Pronoun Je

Write complete sentences using the elements given.

Example:

Je/chanter Je chante.
Marie/jouer au piano Elle joue au piano.
Pierre/skier mal Il skie mal.

1. Je/regarder la télé

2. Pierre/monter la montagne
3. Marie/chanter bien

4. Je/diner a 5h00

5. Je/travailler a Limited Too

6. Pierre/voyager au Mexique
7. Je/téléphoner au professeur
8. Marie/nager en décembre
9. Pierre/écouter la radio

10. Marie/aimer Pierre

Study the examples below:
Je/écouter la radio J'écoute la radio.
Je/aimer le professeur J'aime le professeur.

11. Je/écouter I'orchestre

12. Je/habiter en Virginie
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SAMPLE 6.3—(continued)

Now rewrite sentences 1-12, making them negative.

Example:

Je chante. Je ne chante pas.

Elle joue du piano. Elle ne joue pas du piano.
Il skie mal. Il ne skie pas mal.

10.

***’I‘l.

***12.

*** Attention!
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SAMPLE 6.3—(continued)

GRIS

The Pronoun Je

Write complete sentences using the elements given.

Examples:

Je/chanter . Je chante.
Marie/jouer du piano Elle joue du piano.
Je/écouter la radio J'écoute la radio.

1. Je/regarder la télé
2. Pierre/monter la montagne
3. Je/écouter I'orchestre
4. Marie/chanter bien
5. Je/habiter a Louisville
6. Je/travailler a Limited Too
7. Pierre/voyager au Mexique
8. Je/écouter la musique
9. Marie/nager en décembre
10. Pierre/écouter la radio
11. Marie/aimer Pierre

12. Je/habiter en Virginie
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SAMPLE 6.3—(continued)

Now rewrite sentences 1-12, making them negative.

Examples:

Je chante. Je ne chante pas.

Elle joue du piano. Elle ne joue pas du piano.
J'habite en France. Je n’habite pas en France.

10.

11.

12.

Attention aux voyelles!
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SAMPLE 6.3—(continued)

JAUNE

The Pronoun Je

Write a sentence for each of the verbs presented so far. Use a mixture of subject pronouns.

—_

© ©v© 0 N o u A~ W N

—_

—_
—_

12.

13.

14.

15.

Rewrite sentences 10-15 in the negative.

10.

11.

12.

13.

14.

15.
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SAMPLE 6.4—Syntax Cards
Samples for Set 1 (On Expectation Level)
Marie skie aux Alpes
Pierre joue du piano
Je téléphone a Maman
| dine a18h
Elle habite a Nice
Je nage bien
J! écoute la musique

Note that all the subjects, with the exception of J', can be matched with any verb.

Set 2 (Above Expectation Level )

ne pas
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SAMPLE 6.5—Group Research Project Guidelines

Communicating Cultural Similarities and Differences

How do young people in French-speaking cultures behave? What do they like? How do their activities com-
pare to those of young people in our country? How do the geographical and/or cultural resources available
to young people in a particular country affect their leisure time activities? What implications for cross-cul-
tural communication and understanding would investigation of these questions have?

In this project, you will work with your group members to complete one of the tasks outlined in this docu-
ment. (I will give you your task assignment.) Your group will research typical activities of young people in at
least two French-speaking cultures and compare them to activities you and your friends typically do here.
You will also speculate on why these similarities and differences between cultures might exist and what the
ramifications of your findings might be. Finally, you will come up with a visual way to communicate the
results of your research, based on the guidelines of your group’s assigned task. Remember, your work must
be highly illustrative of similarities and differences in the cultures you select and appropriate to your task.

Be sure to make a plan for how you will equitably divide up the work that needs to be done. Consider the
unique strengths of the individual members of your group when assigning tasks.

Task A: Creative Task

You work for the local county museum in your town. The museum director is a friend of the family and
knows of your interest in francophone cultures. She asks you and your friends to design a temporary
museum exhibit for an upcoming show designed to interest local middle and high school students in other
cultures. She particularly wants students to come away from the exhibit with an understanding of both the
similarities and differences between typical leisure time activities of young people from our local region and
at least two French-speaking cultures.

Once you complete your research, design a museum-quality display about each culture that clearly points
out similarities and differences among them. Attach a brief written explanation, in English, to be posted
alongside the exhibit. It should delineate your overall findings about similarities and differences among the
cultures and encourage viewers to investigate the cultures further.

Task B: Practical Task

You are a student intern at a travel agency in your town. The boss has asked you and your friends to
research at least two French-speaking cultures and compare them to local culture with respect to the activi-
ties young people typically engage in. Your results will be presented to a group of local teachers who are
considering working with your agency to set up a summer study program in a variety of francophone cul-
tures. These teachers wish to know what their students might expect in terms of leisure time activities in the
various countries.
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SAMPLE 6.5—(continued)

Once you complete your research, design an informational brochure, poster, or series of PowerPoint slides
about each country that clearly points out similarities and differences among these cultures. Attach a brief
editorial for publication in the group’s monthly newsletter in which you summarize your overall findings
about similarities and differences among the cultures and make recommendations for future study.

Task C: Analytical Task

You work as a student consultant for a think tank in your town. Your work group has been assigned to a
committee on creating cultural links among young people with a variety of cultural and regional back-
grounds. Because your group members are studying French, you are given the task of analyzing at least two
French-speaking cultures and comparing them to local culture with respect to the activities young people
typically engage in. Your work will be used as a pilot for a larger comparative analysis to be completed by
the larger committee. After completing your research, design a flow chart, Venn diagram, or other graphic
organizer that clearly depicts the results of your analysis. This organizer may be created on the computer, if
you wish. Attach a brief outline in English, based on your overall findings, delineating your recommenda-
tions to the committee.
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SAMPLE 6.7—Lesson 5 Differentiated Worksheet

ROSE

Subject Pronouns

Read the following passage. You do not need to understand every word.

Bonjour, mes amis. Je m’appelle Cécile et j'habite en France, a Annecy. C'est une trés jolie
ville, pres des Alpes. Les touristes voyagent souvent a Annecy. En été, ils nagent dans le lac et
en hiver, ils skient. Moi aussi, je skie beaucoup. Mon ami, Jean-Jacques me téléphone quand
il fait beau parce que nous aimons faire des sports ensemble. Je monte dans la voiture et
j'arrive tout de suite chez Jean-Jacques. (Il habite prés de chez moi.) De temps en temps, il
invite aussi sa sceur, Marie-Claire. Je n"aime pas ca, parce qu’elle chante toujours trés fort
dans l'auto! Pourquoi? Je ne sais pas, mais elle travaille chez le disquaire, donc elle écoute
constamment de la musique. Moi, je danse bien, mais je ne chante pas du tout!
Jean-Jacques, il chante tres bien et il danse bien aussi. J’aime danser avec lui. Il est trés
sportif. Moi, je ne suis pas trés sportive, mais j'aime jouer aux sports. Et vous?

Reread the passage and underline in green every use of the pronouns je, il, and elle.

2. Find the verb that goes with each subject. Circle each verb in blue.

3. ldentify other words that you think are verbs, but that do not follow the patterns we have learned so
far. Put a red box around these verbs.
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SAMPLE 6.7—(continued)

NOIR

Subject Pronouns: La Partie A

Read the following passage. You do not need to understand every word.

Bonjour, mes amis. Je m’appelle Cécile et j'habite en France, a Annecy. C'est une trés jolie
ville, pres des Alpes. Les touristes voyagent souvent a Annecy. En été, ils nagent dans le lac et
en hiver, ils skient. Moi aussi, je skie beaucoup. Mon ami, Jean-Jacques me téléphone quand
il fait beau parce que nous aimons faire des sports ensemble. Il dit «Tu skies avec moi?» Je dis
«Oui, bien sOr!» Puis, je monte dans la voiture et j'arrive tout de suite chez Jean-Jacques. (Il
habite prés de chez moi.) De temps en temps, il invite aussi sa sceur, Marie-Claire. Je n"aime
pas ¢a parce qu’elle chante toujours tres fort dans I'auto! Pourquoi? Je ne sais pas, mais elle
travaille chez le disquaire, donc elle écoute constamment de la musique. Moi, je danse bien,
mais je ne chante pas du tout! Jean-Jaques, il chante trés bien et il danse bien aussi. J'aime
danser avec lui. Il est tres sportif. Moi, je ne suis pas trés sportive, mais j'aime jouer aux
sports. Et vous? Vous jouez aux sports chez vous? Est-ce que vous regardez les sports a la
télé? Vous habitez en Amérique? On joue au base-ball en Amérique, n’est-ce pas? Ma mére
adore le base-ball américain. (Mon pére est américain et mes parents parlent anglais ensem-
ble.) Bien sar, ils parlent francais aussi. Et vous, vous parlez une autre langue? Francais?
Italien? Espagnol?

Reread the passage and underline in green every use of the pronouns je, i, and elle.

2. Find the verb that goes with each subject. Circle each verb in blue.

3. ldentify other words that you think are verbs, but that do not seem to follow the patterns we have
learned so far. Put a red box around these verbs.

4. Try to identify a pattern concerning these other verbs. What conclusions can you draw about the
French verb system? Compare your conclusions with other members of the group.

5. Test out this theory by studying any posters or other visuals posted around the room. Adjust your con-
clusions as necessary.

When you've finished, see me for La Partie B.
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SAMPLE 6.7—(continued)

NOIR

Subject Pronouns: La Partie B

Study the verb conjugation chart below.

Chanter
Je chante Nous chantons
Tu chantes Vous chantez
Il chante lls chantent
Elle chante Elles chantent

Note on Pronunciation: The verb forms in bold are pronounced exactly the same even though they are
spelled differently. Be careful that when you pronounce lis/Elles chantent you do not pronounce the —ent!
Chantez is pronounced the same as chanter. Chantons rhymes with bonbons.

Go back to Part A and see if this pattern is identifiable within the passage. Is it?

What questions remain in your mind? Write them below:

Now study this example:

Travailler
Je ne travaille pas. Nous ne travaillons pas.
Tu ne travailles pas. Vous ne travaillez pas.
Elle ne travaille pas. Elles ne travaillent pas.
Il ne travaille pas. lls ne travaillent pas.

Conjugate dinerin the negative.

Now reread the passage in Part A. Underline the pronouns tu, nous, vous, ils, and elles. Put a blue circle
around their corresponding verbs that match the pattern discussed above. Put a black triangle around any
verb that does not fit the pattern. On the back of this sheet, speculate about why this is.
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SAMPLE 6.7—(continued)

Study this example carefully:

Je ne nage pas.

Tu ne nages pas.
Elle ne nage pas.

Il ne nage pas.

What do you notice?

Why do you think this is?

Nager

What implications does this have for the verb voyager?

Nous ne nageons pas.
Vous ne nagez pas.
Elles ne nagent pas.
lls ne nagent pas.
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SAMPLE 6.8—Differentiated Oral Performance Assessment

VIOLET
Work with a partner to prepare two dialogues in which you interview each other about your activities/
interests. DO NOT WRITE YOUR DIALOGUES IN ENGLISH FIRST!

Use the following format or one that is similar. Replace the underlined sections with your own phrase or
phrases.

Je m'appelle Linda Ellerby. Et voici John Smith. Bonjour, John.
Bonjour, Linda.

John, tu joues au basket-ball, n'est-ce pas?

Oui, je joue assez bien.

Tu joues avec tes amis?

Non, je ne joue pas avec mes amis. Je joue avec mes freres.
Et tu regardes la télévision?

Oui. Je regarde Smart Guy a Nickelodeon.

Moi aussi. Tu ne regardes pas Sabrina?

Non, je n'aime pas Melissa Joan Hart.

Merci beaucoup, John.

De rien, Linda. Au revoir.

@ P>wW>® P> P>EP>D P

Switch roles, and ask questions using different verbs.

In your dialogues, you must correctly use a minimum of 10 of the —ER verbs that we have been studying.
You must also ask and answer at least one question in the negative.

Each of you must write out the entire dialogue. Please underline the subject and verb in each of your sen-
tences. Show one copy of your completed skit to the teacher before you begin rehearsing.

Please memorize your dialogue.
Evaluation: The written version of your dialogue will be evaluated on accuracy and grammatical complete-
ness. Your oral performance will be evaluated on your overall fluency and on how well your dialogues

would be understood by a native speaker of French. See the Evaluation Rubric for more information.

Remember: Your goal is successful communication in French!
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SAMPLE 6.8—(continued)

ARGENTE

Work with one or two partners to prepare a skit in which you correctly use a minimum of 10 of the —ER
verbs that we have been studying. Be sure to use both affirmative and negative sentences. You must use
each of the singular and plural subject pronouns at least once. DO NOT WRITE YOUR SKIT IN ENGLISH
FIRST!

Each group member must write out the entire skit. Please underline the subject and verb in each of your
sentences. Show one copy of your completed skit to the teacher before you begin rehearsing.

Your skit must be memorized. Be sure to evenly divide the speaking responsibilities.

Evaluation: The written version of your skit will be evaluated on accuracy and grammatical completeness.
Your oral performance will be evaluated on your overall fluency and on how well your skit would be under-
stood by a native speaker of French. See the Evaluation Rubric for more information.

Remember: Your goal is successful communication in French!

ORANGE:

Work with one partner or two to prepare a skit in which you demonstrate your advanced mastery of £R
verbs. Come to a consensus about which grammatical elements you need to include in order to show this
advanced understanding of the grammatical concepts we have covered in this unit. Have the teacher
approve your list before starting to write your skit. Your skit must include the use of humor and have a
surprising or interesting ending. DO NOT WRITE YOUR SKIT IN ENGLISH FIRST!

Each group member must write out the entire skit. Please underline the subject and verb in each of your
sentences. Show one copy of your completed skit to the teacher before you begin rehearsing.

Your skit must be memorized. Be sure to evenly divide the speaking responsibilities.
Evaluation: The written version of your skit will be evaluated on accuracy and grammatical completeness.
Your oral performance will be evaluated on your overall fluency and on how well your skit would be under-

stood by a native speaker of French. See the Evaluation Rubric for more information.

Remember: Your goal is successful communication in French!
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SAMPLE 6.10—Differentiated Unit Quiz

Section 1

Choose one of the options below.

Option A

(20 points)

Use the back of this sheet to design a quick pictorial representation of at least 10 of the —ER verbs that we
have studied in this unit. Label each with an appropriate sentence in French. Then write three sentences

that do not describe what is happening in the picture (use the negative!).

Option B

Match the following French verbs to their English equivalent:

. écouter
. adorer

. aimer

. arriver

. chanter
. diner

. détester
. danser

. habiter

. inviter

. jouer

. monter
. nager

. parler

. préférer
. regarder
. skier

. téléphoner
. travailler
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. voyager
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(20 points)

to adore
to arrive
to climb
to dance
to eat dinner
to hate

to invite
to like

to listen to
to live

to phone
to play

. to prefer

to sing
to ski

to speak
to swim
to travel
to watch
to work
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SAMPLE 6.10—(continued)

Section 2
Choose from the following activities. You must choose tasks that add up to exactly 30 points

Option A (20 points)
Conjugate the following verbs (include the appropriate subject pronouns).

Marcher

Ftudier

Conjugate in the negative:

Bavarder

Option B (20 points)
Fill in the blanks with the correct form of the verb in parentheses.

1. Je la télé. (regarder)

2. Pierre la montagne. (monter)

3. Marie bien. (chanter)

4. Nous a Limited Too. (travailler)
5. Elles a 17h00. (diner)

6. Pierre au Mexique. (voyager)

7. Vous au professeur. (téléphoner)
8.Tu en décembre? (nager)

Now, rewrite sentences 7 and 8 in the negative.




UNIT 6: THERE'S A PATTERN HERE, FOLKS!

SAMPLE 6.10—(continued)

Option C

(10 points)

Group the following infinitives into families of some kind. Explain (in English) why you grouped them the

way you did. Explain how your grouping arrangement relates to the unit concept of patterns.

Option D

écouter
aimer
chanter
détester
habiter
jouer
nager
préférer
skier
travailler

adorer
arriver
diner
danser
inviter
monter
parler
regarder
téléphoner
voyager

(30 points)

Use the back of this sheet to design a graphical representation (chart, flow chart, graphic organizer, etc.)

of the patterns found in —ER verb conjugation, along with examples of how this material could be used to
conjugate any —ER verb, even a made-up verb like “jugaliser.” Be sure you consider any exceptions to the

rules we have uncovered in class, as well as how to make verbs negative. You may not use the standard

conjugation format.
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SAMPLE 6.11—Unit Feedback Questionnaire

Please answer the questions below. You will not be graded on this. You do not need to put your name on
this form.

1. Please tell me what you enjoyed most during this unit (and why).

2. What did you enjoy least (and why)?

3. Which activity helped you learn about —ER verbs the most? Why do you think it worked for you?
4. Which activity worked least well? Why do you think it was not successful for you?

5. How did you feel about having different student groups and activities assigned in the class? Circle and
briefly explain your answer:

Mostly negative
Slightly negative
Slightly positive
Mostly positive
6. How would you rate the overall level of challenge you experienced in the activities related to this
unit? Circle and briefly explain your answer:
Not at all challenging
A little challenging
Moderately challenging

Too challenging




Glossary

Anchor activities—These are tasks students automati-
cally move to when they complete assigned work.
Teachers may provide a list of possible anchor options and
should encourage students to suggest other ideas. Anchor
activities must be important to essential student learning
and never just time-fillers. In classes with flexible pacing,
all students will need anchor options. Still, if a student is
consistently finishing work early, it’s likely that either the
student is finding the work too easy or the student is
working at a lesser level of craftsmanship.

Big idea—This term is sometimes used as a synonym
for a generalization. It refers to the key understandings
a student should derive from a lesson or unit.

Complex Instruction—This instructional strategy,
developed by Elizabeth Cohen and others (see
Sharan, 1999), calls for students to work on tasks in
small, heterogeneous groups and asks each member
to make a critical contribution to the success of the
group as a whole. Complex Instruction tasks are
high-level, open-ended, interesting to students, and
require many different talents for successful comple-
tion. Reading and writing are integrated into the
tasks. Teachers design these tasks to call on a variety
of intellectual strengths, and they assign students to
groups based on an increasing knowledge of each
learner’s intellectual strengths. (Note: Multilingual

groups should always have a bilingual student who
can serve as a bridge between languages. Materials
required for group success are often available in the
primary language of second-language learners.)
Under the Complex Instruction strategy, the teacher
continually moves among groups to probe student
thinking, help students plan for success and quality,
and make sure students are aware of the various
strengths they bring to the task at hand. Used appro-
priately, Complex Instruction can address student
readiness, interest, and learning profile needs.

Concept—A concept is the name assigned to a category
of objects or ideas with common attributes. Concepts
are abstract, broad, and universal. They help learners
make sense of ideas and information because they help
organize and distinguish entities. They help learners
look at likenesses and place similar objects or ideas in
the same category. Concepts are generally stated in one
word (for example, pattern, probability, habitat, poem,
perspective, energy, fraction, number, justice). Some-
times concepts require two or three words to communi-
cate an idea (for example, rights and responsibilities,
balance of power, checks and balances, relative size,
supply and demand, central tendency, point of view).

Concept Attainment Strategy—This instructional strat-
egy, developed by Hilda Taba (1971), guides students in



DIFFERENTIATION IN PRACTICE

discovering the key components or elements of a par-
ticular concept.

1. The teacher selects a concept that will be central
to a topic or unit and determines the components or
elements that define the concept. (For example, symme-
try is a concept and is defined as correspondence in
size or arrangement of parts along a plane.)

2. The teacher selects positive and negative exam-
ples of the concept. A positive example has all the com-
ponents or attributes of the concept. (For example, a
jacket, a cone, a square, a valentine heart, the name
Anna, and an Oreo cookie are all positive examples of
symmetry). A negative example does not have all the
components or elements. (For example, most paintings,
most puzzle pieces, a tree, and the numeral 4 are nega-
tive examples of symmetry.)

3. The teacher explains the process of figuring out a
concept and shows students a succession of positive
and negative examples through objects, pictures, and
words. However, the teacher does not usually use the
name of the concept at this point.

4. As students look at an example, they decide
whether an example might be positive or negative by
speculating on its elements. The teacher (or a student)
lists the examples in a “positive” or “negative” column
as directed by the students. (For example, a student
might say, “I think all these things are made of wood,
so I’d put ‘tree’ in the positive column.”) If a hypothe-
sized attribute fails to pan out in later examples, stu-
dents tell the teacher to strike out the attribute in the
positive column and add it to the negative column.

5. Through the process of testing attributes over suc-
cessive examples, students arrive at the key compo-
nents of a concept and, ultimately, write their own
concept definitions.

6. The teacher gives additional examples so students
can test their definitions.

7. The teacher brings closure to the activity by
ensuring that all students have a common understand-
ing of the concept and its key components.

Concept-based teaching—Concept-based teaching
uses the essential concepts and key principles of a dis-
cipline as the primary way of organizing curriculum
content. For example, a middle school history teacher

might tell her students that history is the study of
“CREEPS.” The acronym stands for Culture, Religion,
Economics, Esthetics, Politics, and Social issues. Stu-
dents define each of the concepts in their own words,
and these concept definitions give students a yearlong
(and, in fact, lifelong) lens for viewing history. It also
helps them make connections between their own lives,
current events, and historical events. Principles that
relate to each concept help students think more specifi-
cally about patterns in history. One key principle they
might examine is, “People shape culture and culture
shapes people.” Students can see how this principle
plays out in history and in their own lives.

Culture-based differentiation—Culture affects many
facets of our lives. Because our own culture is integral
to and pervasive in our lives, we may be unconscious
of how it shapes us. More to the point, we are unlikely
to be aware of how our culture shapes us in ways that
differ from how other people’s cultures shape them. It
is easy to assume “our way” is everyone’s way. This
habit of thinking is particularly problematic for stu-
dents from minority cultures in schools shaped largely
by the majority culture. Culture-based differentiation
emphasizes the need to 1) understand the cultures and
cultural expectations of all students in the classroom;
2) develop classrooms that are sensitive and responsive
to a variety of cultures; 3) ensure that all students’ cul-
tures are represented in materials and perspectives on
issues; 4) ensure equity of attention, participation, and
high expectations for students from all cultures; and

5) ensure learning approaches and options that span
the full range of culture-influenced possibilities. Culture
can affect how we relate to authority, whether we pre-
fer contextualized or decontextualized learning,
whether we are more reserved or expressive, whether
we prefer working alone or with peers, whether or not
we feel constrained by time, whether we stress the indi-
vidual or the group, and so on. There is great variance
of learning preference within each culture. The goal of
culture-based differentiation is not to label or pigeon-
hole students, but to understand and actively address
the fact that a classroom that runs counter to a stu-
dent’s cultural norms and needs will impede that stu-
dent’s learning.
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Equalizer—The Equalizer is a visual guide to help
teachers think about tiering tasks and products (see
Tiering). As the figure here illustrates, it suggests sev-
eral continua along which teachers can adjust task or
product difficulty. By matching task difficulty with
learner readiness, a teacher can provide appropriate
challenge for a given learner at a given time. For exam-
ple, if students in a math class are working with mea-
surement, their teacher might ask them to measure the
surface area of a desk. If the teacher asks students hav-
ing difficulty with measurement to measure the surface
area of their bedroom floors as a homework assign-
ment, that task, on the Equalizer, would be relatively
“foundational”—that is, similar to the familiar, in-class
task. If, on the other hand, the teacher finds that some
students have a solid grasp of the in-class task, the
teacher might assign homework asking them to
develop a plan for measuring the surface area of a tree.
That task is much more “transformational,” or unfamil-
iar. In this way, both groups of students can continue to
advance their ability to measure surface area, but at
appropriately different degrees of difficulty.

The Equalizer: A Tool for Planning Differentiated Lessons

1. Foundational Transformational

Information, Ideas, Materials, Applications

N

. Concrete Abstract

Representations, Ideas, Applications, Materials

w

. Simple Complex

Resources, Research, Issues, Problems, Skills, Goals

»

Single Facet Multiple Facets

Directions, Problems, Application, Solutions,
Approaches, Disciplinary Connections

5. Small Leap Great Leap
Application, Insight, Transfer
6. More Structured More Open

Solutions, Decisions, Approaches

Independence Independence

Planning, Designing, Monitoring

~

®

Slow Quick

Pace of Study, Pace of Thought

Exit card—An exit card is a quick and easy method of
assessing student understanding of a particular idea,
skill, or topic. The teacher teaches the skill or concept
that is central to the lesson and gives students a chance
to work with it and discuss it. Just a few minutes
before the day’s lesson ends, the teacher distributes
index cards to all students. Then, the teacher poses a
question that probes student understanding of the topic
(rather than information recall) and asks students to
write their name and a response to the question on
their index card. Students turn in the cards as they
leave the room (or someone may collect the cards).
The teacher does not grade the exit cards, but rather
sorts them in categories representative of student
understanding. A teacher might elect to use only two
categories (students who seem to grasp the idea and
those who don’t) or might elect to use as many as four
or five categories (students who understand little,
understand some, have a basic understanding, have
only a few gaps, and have a solid grasp). In this way,
the exit cards become a vehicle for planning subse-
quent lessons aimed at helping each student continue
to grow in knowledge and skill from a current point of
understanding. As an alternative, teachers sometimes
use a “3-2-1 format” on exit cards. In this instance,
students might be asked to write the three most impor-
tant ideas in the lesson, two questions they still have
about the lesson, and one way they can use what they
learned. Either approach can be modified to match les-
son goals and learner needs.

Flexible grouping—Flexible grouping is purposeful
reordering of students into working groups to ensure
that all students work with a wide variety of classmates
and in a wide range of contexts during a relatively
short span of classroom time. Flexible grouping enables
students to work with peers of both similar and dissim-
ilar readiness levels, interests, and learning preferences,
and allows the teacher to “audition” each student in a
variety of arrangements. At various points in a lesson,
most students have a need to work with peers at simi-
lar levels of readiness on a given topic or skill. But they
also benefit from heterogeneous groupings in which the
teacher takes care to ensure that each student has a
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significant contribution to make to the work of the
group. Likewise, although most students enjoy the
chance to work with peers whose interests (or learning
profiles) match their own, they may be challenged and
enriched by blending their interests (or learning pro-
files) with students of differing talents and interests (or
learning profiles) to accomplish a task that draws on
multiple interests (or approaches to learning). Addi-
tionally, it’s important for students to work as a whole
class, individually, and in small groups—and when
doing so, to learn to make good choices related to
working relationships. A teacher who uses flexible
grouping systematically groups and regroups students
as a regular feature of instructional planning.

Gender-based differentiation—It is likely that there are
predominantly male learning preferences and predomi-
nantly female learning preferences. On the other hand,
it is clearly the case that not all members of the same
gender learn in the same ways. The goal of gen-
der-based differentiation, then, is to understand the
range of learning preferences that may be influenced by
gender and to develop learning options that span that
range, allowing students of either gender to work in
ways that are most effective for them. Among the con-
tinua of learning preferences that may be gender-influ-
enced are abstract versus concrete, still versus moving,
collaboration versus competition, inductive versus
deductive, and silent versus talking. Although there is
great variance within each gender, in general, females
prefer the first approach in each pair, and males the
second. However, it is important to remember that
there is great variance within each gender. Gender-
based differentiation is one facet of learning profile
differentiation.

Generalizations—Generalizations are essential under-
standings central to a topic or discipline. They are state-
ments of truth about a concept. Generalizations
transfer across instances, times, and cultures. Like the
concepts they help explain, generalizations are broad
and abstract. Unlike concepts, generalizations are writ-
ten as complete sentences. An example of a generaliza-
tion is “Parts of a system are interdependent.” Ensuring

that students consistently work with generalizations
helps them to understand what the topic is really
about. It also promotes retention of information and
transfer across and within topics.

Intelligence preference—According to psychologists
such as Howard Gardner and Robert Sternberg, human
brains are “wired” differently in different individuals.
Although all normally functioning people use all parts
of their brains, each of us is “wired” to be better in
some areas than we are in others. Gardner (1993, 1997)
suggests eight possible intelligences, which he calls ver-
bal/linguistic, logical/mathematical, bodily/kinesthetic,
visual/spatial, musical/rhythmic, interpersonal,
intrapersonal, and naturalist. Sternberg (1988, 1997)
suggests three intelligence preferences: analytic
(schoolhouse intelligence), creative (imaginative
intelligence), and practical (contextual, street-smart
intelligence). Differentiation based on a student’s intel-
ligence preference generally suggests allowing the stu-
dent to work in a preferred mode and helping the
student to develop that capacity further. Sometimes
teachers also ask students to extend their preferred
modes of working, or they opt to use a student’s pre-
ferred areas to support growth in less comfortable
areas. Differentiation based on intelligence preference is
one kind of learning profile differentiation.

Interest-based differentiation—As learners, we are
motivated by things that interest us, and we tend to be
more confident in our ability to succeed when we work
with those things. Interest-based differentiation
attempts to tap into the interests of a particular learner
as a means of facilitating learning. Interest-based differ-
entiation can build upon existing interests or extend
interests. Further, interest-based differentiation can link
student interests with required learning outcomes or
can provide students the opportunity to extend their
own talents and interests beyond the scope of required
learning goals.

Interest centers—These are a particular kind of learn-
ing center. Rather than focusing on mastery of required
knowledge, information, and skills (as learning centers
do), interest centers allow students to explore ideas or
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topics of particular interest to them in greater depth
and/or breadth than would be possible in the pre-
scribed curriculum. Interest centers can focus on topics
derived directly from a unit of study. They can also
address topics outside the curriculum. Interest centers
can be differentiated by encouraging students to partici-
pate in those centers that address their particular inter-
ests, talents, or questions.

Jigsaw—This cooperative strategy, developed by Elliot
Aronson (see Aronson et al., 1978), allows students to
become experts in a facet of a topic they’re particularly
interested in. Students first meet in small groups, some-
times called home-base groups. Here, they review the
task they must complete and clarify goals for individu-
als and the group. They then divide into specialty
groups, or work groups. Each specialty group is respon-
sible for one facet of the overall task. Every member of
the specialty group works to develop a full understand-
ing of the assigned subtopic or subtask. After an appro-
priate time, students reassemble in their home-base
groups. Each member of the group shares the informa-
tion about his or her specialty. All group members are
responsible for asking questions and learning about all
facets of the topic. In effective Jigsaw arrangements, all
students are both teachers and learners. Teachers may
assign students to specialty groups based on assessed
needs or interests, or students may select their own.
Appropriately used, Jigsaw can address readiness,
interest, and learning profile needs.

Learning centers—Learning centers are a collection
of materials and activities designed to teach, rein-
force, or extend students’ knowledge, understanding,
and skills. Learning centers are often associated with
physical spaces in the classroom, as many teachers
set up center materials and activities in a particular
area of the classroom and ask students to move to
that area when it is time to work “at the center.”
However, learning centers can also be more porta-
ble—“housed” in boxes or folders students use at
designated times, then stored again when not in use.
Students typically keep records of the work they do
while at a learning center in order to account for

what they have accomplished during each center
visit. Learning centers can be differentiated by hav-
ing students visit only those centers suited to their
needs (compared with having all students move to
all centers), by specifying tasks and materials at a
given center for particular students based on those
students’ learning needs, and/or by adjusting the
time an individual student spends at a particular
center.

Learning stations—Learning stations are areas or
regions in a classroom to which students move on a
specified timetable to complete particular tasks.
Learning stations are similar to learning centers and
interest centers, but are less fixed than those kinds of
centers tend to be. Learning stations can be differenti-
ated by having students visit only those stations suited
to their needs (compared with having all students
move to all stations) and/or by specifying tasks and
materials at a given station for particular students
based on their learning needs.

Learning style—Learning style is one facet of a stu-
dent’s learning profile and refers to personal and envi-
ronmental factors that may affect learning. For
example, some students need quiet when they work,
while others prefer interaction or some noise. Some
students work best while sitting up straight at a table or
desk; others learn best in a more relaxed position. Dif-
ferentiation based on a student’s learning style is one
facet of learning profile differentiation.

Metacognition—This term refers to students’ thinking
about their own thinking. For example, a teacher might
ask students to explain how they solved a problem or
to monitor their understanding of a particular concept
so that they might ask for clarification. It is likely that
students are more effective learners when they are
aware of both the kind of thinking a particular instance
calls for and the thinking processes they use to make
this decision. It is important for teachers to help stu-
dents develop a “vocabulary of thinking” and to moni-
tor their own thinking processes.
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Mini-workshops—This is another name for small-
group instruction. When a teacher senses that some
learners need additional help with a topic, understand-
ing, or skill, the teacher might conduct a small-group
teaching session on that topic to help learners make
necessary progress. The teacher may open the
mini-workshop to all students interested in attending,
invite specific students to attend, or do both. A student
who is particularly strong with a topic or skill might
conduct a mini-workshop for peers, as long as the stu-
dent is also effective in working with agemates and
teaching what he or she knows. Mini-workshops can
be particularly helpful in guiding students through
complex product assignments in which some require-
ments are not familiar to all learners. They are also use-
ful for helping groups of students at all skill levels
know how to move to a next level of proficiency.

Negotiated criteria—This term refers to the process of
developing criteria for student success based on more
than one perspective. Some criteria for success may be
required of most or even all learners due to the nature
of a task or previously established benchmarks. How-
ever, it is helpful to a student to establish personal
goals important to his or her growth. In addition, the
teacher can generally set one or more criteria for suc-
cess that are uniquely important for an individual
learner. The “collection” of criteria for quality becomes
a student’s guideposts for work that meets both group
and personal standards. This negotiated approach to
establishing benchmarks for success is important to
ensure that work is appropriately challenging for and
interesting to individual students, while still supporting
shared goals.

Peer critiques—This is a means of helping students
provide useful feedback on peer work in progress.
Typically, partners read one another’s work and then
provide both positive and constructive feedback by fol-
lowing a critique guide developed by the teacher (often
with student input). The peer critique guide should
adhere to criteria for success made available to stu-
dents at the outset of the work in a rubric or some
other format. Goals of peer critiques include helping

students succeed with work, helping students work at
increasingly high levels of quality, developing collegial
relationships among peers, and helping students
develop their ability to evaluate the quality of work.

Process log—A process log is a mechanism for helping
students keep track of their thinking as they work on a
product or other complex task. The goal of a process
log is not so much to record concrete details such as
the names of books read or the length of time spent
working on a task; its main purpose is to help students
think reflectively about their work (see Metacog-
nition). What are their goals for a work session? Why
have they selected those goals? How do they know
whether they are on the right track with their work?
What are they doing to achieve work at the highest
possible level? When they get stuck, what do they do?
These sorts of prompts may guide students as they
write in their process logs. Typically, teachers collect
and review process logs at assigned checkpoints while
work is in progress and again when students turn in a
finished product. The process log allows insight into
the process of working and the product of the work.

Readiness-based differentiation—Our best under-
standing of how people learn is that they begin with
past knowledge, understanding, and skill and extend
those to new levels of complexity or sophistication.
Further, we learn best when the work we do is a little
too hard for us. What that means is that we have a
sense of both what the task calls for and the gaps in
our capacity to do what it asks of us. When these gaps
are not present (in other words, when we can do a task
effortlessly), we do not learn because we do not stretch
what we already know. Similarly, when the gaps are
too great, we cannot span them and do not learn.
Learning takes place when we have to stretch a man-
ageable amount and do so. Readiness-based differentia-
tion attempts to design student work at varied levels of
challenge so that each student has to stretch a manage-
able amount and is supported in doing so.

Reading buddies—This is one of a number of names
used for peer reading partners. Reading buddies can
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take turns reading from text, read chorally (simulta-
neously), read antiphonally (one reader echoing the
other), or read along to a tape. Teachers should guide
reading buddies so that they help one another analyze
and understand reading material.

Rubrics—Rubrics are tools that guide the evaluation of
student work and clarify student understanding of
expectations for quality work. Generally, rubrics specify
several categories of significance in achieving quality
(for example, quality of research, quality of expression,
and work habits). In addition, a rubric describes how
various levels of quality in each of the designated cate-
gories would look. The most effective rubrics help stu-
dents explore qualitative differences in their work,
rather than quantitative differences. For example, it is
not necessarily an indication that a student has done
better work if he or she used five resources rather than
four. A more appropriate indication of quality is that
the student synthesized understandings from several
reliable resources.

Scaffolding—Scaffolding refers to any support system
that enables students to succeed with tasks they find
genuinely challenging. Goals of scaffolding include
helping students be clear about the task’s purpose and
directions and helping students stay focused, meet the
expectations for quality of work, find and use appropri-
ate sources of information, and work effectively and
efficiently. The many types of scaffolding include study
guides, step-by-step directions, comprehension strate-
gies, use of a tape recording or video to support reading
or understanding, modeling, icons that help interpret
print, guided lectures, and multimode teaching. When
tasks are appropriately challenging (a little too difficult
for the student attempting the task), all students need
scaffolding in order to grow and succeed.

Skills—Skills are the actions students should be able to
perform or demonstrate as the result of a lesson, a
series of lessons, or a unit of study. There are many
categories of skills important to student learning. Some
of those categories (with examples of skills in each) are
basic skills (reading, writing, computing), thinking

skills (synthesizing, summarizing, creating, defending a
point of view, examining evidence), production skills
(planning, setting goals, evaluating progress, asking
important questions), skills of a discipline (map reading
in geography, recognizing tones in music, interpreting
metaphorical language in language arts), and social
skills (listening, empathizing, considering multiple per-
spectives on an issue, taking turns). When identifying
the skills students should master in any unit, lesson, or
lessons, teachers should be aware of both the catego-
ries of skills and the specific skills. Teaching those skills
explicitly is at least as important as teaching informa-
tion explicitly.

Think-Pair-Share (T-P-S)—This instructional strat-
egy, developed by Frank Lyman (1992), is used to
engage all learners in thinking and talking about a
question or issue important to a current area of study.
Typically, the teacher begins a T-P-S by posing an
important thought question. Students are asked to
write their ideas or think about the question, working
silently until the teacher calls time (usually two to three
minutes). This is the thinking phase of the process. In
the second phase, pairing, students turn to a peer and
exchange their thoughts about the question. In the final
phase, sharing, the teacher restates the question for the
class as a whole and leads the class in a discussion of
the question. The Think-Pair-Share strategy increases
the likelihood that all students will engage with the
question, will have something to contribute to the final
discussion, and will be more invested in the outcome
of the discussion than they would have been if the
question had simply been posed once to the entire
class and answered by the first student to raise a hand.

Tiering—Tiering is a process of adjusting the degree of
difficulty of a question, task, or product to match a stu-
dent’s current readiness level. To tier an assignment, a
teacher 1) determines what students should know,
understand, and be able to do as a result of the task;

2) considers the readiness range of students relative to
these goals; 3) develops or selects an activity that is
interesting, requires high-level thought, and causes
students to work with the specified knowledge,
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understanding, and skill; 4) determines the complexity
level of that starting-point task compared with the
range of student readiness; 5) develops multiple ver-
sions of the task at different levels of difficulty, ensur-
ing that all versions focus on the essential knowledge,
understanding, and skill; and 6) assigns students to the
various versions of the task at levels likely to provide

attainable challenge. To guide development of multiple
versions of the task, a teacher may use the continua of
the Equalizer (see Equalizer), use supporting materials
that range from basic to advanced, provide forms of
expression that range from very familiar to very unfa-
miliar, and relate the task to experiences that range
from very familiar to very unfamiliar.
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